Career maturity of college seniors as a function of gender, sex-role identification, and choice of major by Dawson-Threat, Janice
Retrospective Theses and Dissertations Iowa State University Capstones, Theses andDissertations
1993
Career maturity of college seniors as a function of
gender, sex-role identification, and choice of major
Janice Dawson-Threat
Iowa State University
Follow this and additional works at: https://lib.dr.iastate.edu/rtd
Part of the Educational Psychology Commons, Higher Education and Teaching Commons, and
the Women's Studies Commons
This Dissertation is brought to you for free and open access by the Iowa State University Capstones, Theses and Dissertations at Iowa State University
Digital Repository. It has been accepted for inclusion in Retrospective Theses and Dissertations by an authorized administrator of Iowa State University
Digital Repository. For more information, please contact digirep@iastate.edu.
Recommended Citation
Dawson-Threat, Janice, "Career maturity of college seniors as a function of gender, sex-role identification, and choice of major "
(1993). Retrospective Theses and Dissertations. 10807.
https://lib.dr.iastate.edu/rtd/10807
U-M-I 
MICROFILMED 1994 
INFORMATION TO USERS 
This manuscript has been reproduced from the microfilm master. UMI 
fihns the text directly from the original or copy submitted. Thus, some 
thesis and dissertation copies are in typewriter face, while others may 
be from any type of computer printer. 
The quality of this reproduction is dependent upon the qualify of the 
copy submitted. Broken or indistinct print, colored or poor quality 
illustrations and photographs, print bleedthrough, substandard margins, 
and improper alignment can adversely affect reproduction. 
In the unlikely event that the author did not send UMI a complete 
manuscript and there are missing pages, these will be noted. Also, if 
unauthorized copyright material had to be removed, a note will indicate 
the deletion. 
Oversize materials (e.g., maps, drawings, charts) are reproduced by 
sectioning the original, beginning at the upper left-hand comer and 
continuing from left to right in equal sections with small overlaps. Each 
original is also photographed in one exposure and is included in 
reduced form at the back of the book. 
Photographs included in the original manuscript have been reproduced 
xerographically in this copy. Higher quality 6" x 9" black and white 
photographic prints are available for any photographs or illustrations 
appearing in this copy for an additional charge. Contact UMI directly 
to order. 
UMI 
University Microfilms International 
A Bell & Howell Information Company 
300 North Zeeb Road, Ann Arbor, Ml 48106-1346 USA 
313/761-4700 800/521-0600 

Order Number 0413967 
Career maturity of college seniors as a function of gender, 
sex-role identification, and choice of msyor 
Dawson-Threat, Janice, Ph.D. 
Iowa State University, 1993 
Copyright ©1993 by Dawson-Threat, Janice. All rights reserved. 
U M I  
300N.ZeebRd. 
Ann Aibor, MI 48106 

Career maturity of college seniors as a function of 
gender, sex-role identification, and choice of major 
by 
Janice Dawson-Threat 
A Dissertation Submitted to the 
Graduate Faculty in Partial Fulfillment of the 
Requirements for the Degree of 
DOCTOR OF PHILOSOPHY 
Department: Professional Studies in Education 
Major: Education (Higher Education) 
Approved: 
In Charge of Major Work 
Department and Educatiop^^jor 
For the Gr 
Iowa State University 
Ames, Iowa 
1993 
Copyright ® Janice Dawson-Threat, 1993. All rights reserved. 
Signature was redacted for privacy.
Signature was redacted for privacy.
Signature was redacted for privacy.
DEDICATION 
This dissertation is dedicated to 
the MEMORY of Odessa Davis Dawson, Anita Linnett Coleman Haynes, and 
Elizabeth Davis Jefferson, women whose lives motivated me to explore this topic. 
the NURTURING of Gertrude Barton Harper, Gertrude Johnson Stewart, and 
Henrietta Harper Pope, women who stood in the gap as "mother" and helped me to 
become a woman who loved to learn and go to school. 
the SUPPORT of Dr. Mary Huba, Dr. Kathy Hickok, and Dr. Ursula Delworth, 
women who were convinced of my ideas and assisted me in developing them, researching 
them, and completing the task to present them. 
the COMMITMENT shown by Dr. Lariy Ebbers, Dr. Patrick Gouran, and Dr. Tom 
Thielen who have served faithfully as members of this committee since its inception. 
the LOVE of Wesley Gerard Threat and Michael Wesley Threat, my husband and 
my son, who maintained a constant vigil of support, encouragement, and good humor 
throughout the entire experience. 
the PRAYERS of those in Chicago and Ames, that carried me through when my 
spirit had become weary. 
the place I call HOME, Chicago Alumnae Chapter of Delta Sigma Theta Sorority, 
Inc., New Heritage Christian Center, the HydePark/South Shore community, the African-
American culture, the open hearts and "spirit of welcome" that dwells there and provides 
an anchor that allows me to always remember my roots. 
ill 
TABLE OF CONTENTS 
Page 
UST OF TABLES v 
USTOFHGURES vii 
ABSTRACT viii 
L INTRODUCTION 1 
Establishing Identity 1 
Identity Formation in Women S 
Sex-role Identification 6 
Choice of Major 9 
Career Maturity 12 
The Effect of College 14 
Need for the Study 15 
Statement of the Problem 16 
Statement of Purpose 18 
Assumptions 18 
Hypotheses 19 
Limitations 24 
Significance of the Study 24 
II. REVIEW OF UTERATURE 26 
Development of Identity Theory in College Students 26 
Attempts to Measure Developmental Tasks 31 
Development of Sex-role Identification Theory 34 
Attempts to Measure Sex-role IdentiGcation 37 
Two Effects of College Upon Identity Development 39 
III. MATERL^LS AND METHODS 44 
Subjects 44 
Instrumentation 46 
Procedures 54 
iv 
Page 
IV. RESULTS 58 
General Descriptives 58 
Hypotheses 63 
Summary 78 
V. DISCUSSION 86 
Purpose 86 
Relation of Data to Major Hypotheses 87 
Implications 100 
REFERENCES CITED 104 
APPENDIX 108 
V 
LIST OF TABLES 
Pape 
Table 1. Descriptive Statistics on Study Participants 45 
Table 2. Choice of Major by Gender 59 
Table 3. Sex-Role Identification Categories by Gender 59 
Table 4. Means and Standard Deviations of Dependent Variables by Gender ... 61 
Table 5. Plans for Graduate School by Gender 61 
Table 6. Year in School when Academic Major was Decided 62 
Table 7. Number of Times Student Changed Major 62 
Table 8. T-Test of Femininity Scores of Females and Masculinity Scores of 
Males 64 
Table 9. Chi-Square for Sex-Role Identification Categories 65 
Table 10. Sex-Role Identification Categories by Choice of Major 66 
Table 11. Analysis of Variance Source Table: Academic Autonomy by Choice of 
Major, Sex-Role Identification, and Gender 68 
Table 12. Analysis of Variance Source Table: Establishing and Clarifying Purpose 
by Choice of Major, Sex-Role Identification, and Gender 69 
Table 13. Analysis of Variance Source Table: Career Maturity by Choice of Major 
by Sex-Role Identification and Gender 70 
Table 14. Analysis of Variance Source Table: Academic Autonomy by 
Sex-Appropriateness of Major by Sex-Role Identification 
and Gender 71 
Table 15. Analysis of Variance Source Table: Establishing and Clarifying 
Purpose by Sex-Appropriateness of Major by Sex-Role Identification 
and Gender 72 
Table 16. Analysis of Variance Source Table: Career Maturity by Sex-
Appropriateness of Major by Sex-Role Identification and Gender 73 
vi 
Page 
Table 17. Means and Standard Deviations of Establishing and Clarifying 
Purpose and Career Maturity by Appropriateness of Major, and 
Gender 77 
Table 18. Plans for Graduate School by Sex-Role Identification Categories 79 
Table 19. Plans for Graduate School by Sex-Appropriateness of Major 79 
vii 
LISTOFHOURES 
Page 
Figure 1. Erickson Model of Identity Formation 2 
Figure 2. Chickering Model of Identity Formation 4 
Figure 3. Bern's Sex-Role Identity Model 9 
Figure 4. Marcia's Model of Identity Formation 27 
Figure 5. Choice of Major by Gender 82 
Figure 6. Femininity Scores and Masculinity Scores of Males and Females in Sex-
Appropriate and Sex-Inappropriate Majors 82 
Figure 7. Distribution by Sex-role IdentiHcation Categories 83 
Figure 8. Sex-role Distribution by Gender 83 
Figure 9. Sex-role by Choice of Major 84 
Figure 10. Career Maturity by Sex-role Identification 84 
Figure 11. Career Maturity by Choice of Major 85 
Figure 12. Career Maturity by Gender and Appropriateness of Major 85 
viii 
ABSTRACT 
Development of identity was examined as reflected in the ability to establish and 
clarify purpose and develop academic autonomy, combined as Career Maturity. Each 
variable was related to gender sex-role identification (androgynous, masculine-identified, 
feminine-identified, and undifferentiated), choice of major (male-dominated, female-
dominated), and sex-appropriateness of major (sex-appropriate, sex-inappropriate). 
Three-hundred-ninety-six seniors completed the BEM Sex Role Inventory and the 
Student Developmental Task and Lifestyle Inventory. Students were enrolled in 
engineering and business (male-dominated), or education and family and consumer 
sciences (female-dominated). 
Students clustered in majors that were sex-appropriate for them. Females in sex-
appropriate majors described themselves as more feminine than females in sex-
inappropriate majors. Masculinity did not differ for males by sex-appropriateness of 
major. 
Seniors were evenly represented in the four sex-role identification categories. 
Students in male-dominated majors were primarily masculine-identified and 
undifferentiated, whereas students in female-dominated majors were primarily 
androgynous and feminine-identified. 
The masculine-identified group scored higher than the undifferentiated group on all 
three career maturity variables. For Establishing and Clarifying Purpose the 
androgynous group scored higher than undifferentiated, feminine-identified, and 
masculine-identified groups. On Career Maturity the androgynous group scored higher 
than undifferentiated and feminine-identified groups. 
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Students in female-dominated majors did not differ from those in male-dominated 
majors on Academic Autonomy, but they did show more evidence of Establishing and 
Clarifying Purpose and thus Career Maturity. 
Students in sex-appropriate majors did not differ overall from students in sex-
inappropriate majors. The interaction between gender and sex-appropriateness of major 
was significant for Establishing and Clarifying Purpose and thus, Career Maturity. 
Women were more likely to have established purpose and achieved academic autonomy 
than males overall. Women in sex-appropriate majors and women and men in sex-
inappropriate majors were similar to each other. Men in sex-appropriate majors scored 
lowest. 
Students in the four sex-role identity categories did not differ in their interest in 
going to graduate school, nor was there a difference based on sex-appropriateness of 
major. 
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L INTRODUCnON 
This is a study about factors which contribute to the establishment of identity and its 
relationship to the development of career maturity. Specifically, it is a study that 
examines the development of identity in an undergraduate student as defîned by 
Chickering (1969) where identity is reflected in his/her attainment of personal goals 
(Establishing and Clarifying Purpose) and the ability to fulHll responsibilities in academic 
studies (Academic Autonomy), and their relationship to gender, sex-role identifîcation, 
choice of major, and sex-appropriateness of major. 
It is assumed that identity develops differently in women than in men, that the 
college environment has a different impact upon the developmental stages of women 
than men, and that sex role identifîcation is a signifîcant factor in identity development. 
Establishing Identity 
Several authors have developed models illustrating how an individual's identity 
develops over time and as a result of several influences. One of the most comprehensive 
models has been developed by Erickson (1968) who uses the term ego-identity to refer to 
the sense of self. 
According to Erickson, "ego-identity could be said to be characterized by the 
actually attained but forever to-be-revised sense of the reality of the Self within social 
reality" (Erickson, 1968, p. 211). Erickson compartmentalizes Ego into three parts: 
1) body self- that part of self provided by the experience of one's body. 
2) ideal self- the representation of the ideas, images, and configurations which serve the 
persistent comparisons with the ego ideal. 
2 
3) self-identity- that part which emerges from experiences in which temporarily confused 
selves are successfully reintegrated in an ensemble of roles which also secure social 
recognition. 
Erickson asserts that the ego and the sense of identity develop out of a sequential 
master plan which is described by utilizing a stage theory (Gold and Douvan, 1971) 
(Figure 1). 
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Figure 1. Erickson Model of Identity Formation 
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Erickson's model has eight life stages that range from infancy to mature age. There are 
also eight time frames through which each individual must pass on a sequential basis in 
order to proceed to the next stage. At each stage the individual is confronted with age-
related crises through which he/she addresses the specific developmental "task" 
associated with the stage. For example, the task of infancy is the establishment of trust. 
The way in which crises are resolved has either positive or negative consequences for 
psychosocial development (e.g., the development of either trust or mistrust). 
Erickson's research has had an impact upon college student development theory. 
First, Erickson's theory tells us that development is sequential, age-related, biological, 
and psychological, and is influenced by its environment. Second, every change is 
processed through a 'crisis'. Third, the dominant developmental task for college 
students is the establishment of identity during Stage five, called Adolescence.' 
A second model developed by Chickering (1969) presented a theory of identity using 
Erickson as the orienting point, but focusing primarily on the adolescent years. 
Chickering's model (Delworth, Hanson, and Assoc., 1980) (Figure 2) utilizes vectors. 
The vectors describe the developmental tasks which are the focus of concern and 
outcome for adolescents. The vectors specify the nature and range of tasks and 
represent the areas of concern which confront and which worry adolescents. The vectors 
distinguish between changes in self-awareness, attitudes, and or skills which are 
speciKcally related to that vector. 
'During the adolescent stage, Erickson prefers to call the fifth timespan "Identity Confusion" 
rather than 'Identity Diffusion'. The distinction being made is that the identity tends to fall 
apart within itself rather than be split apart from a center and dispersed into some spatial realm. 
Confusion therefore would be placed on a continuum that ranged from "mild" to "malignant" 
(Erickson, 1968). 
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1. Developing competence 5. Freeing Interpersonal 
relationships 
2. Managing emotions * 4. Establishing Identity e. Clarifying purpose 
3. Developing autonomy ' 7. Developing Integrity 
Figure 2. Chickering Model of Identity Formation 
The chief elements of Chickering's theory are that Vectors 1, 2, and 3 focus on the 
Developing of competency, Managing emotions, and Developing autonomy. Vectors 5, 
6, and 7 focus on Freeing interpersonal relationships. Clarifying purpose, and Developing 
integrity. In order for an adolescent to pursue development of Vectors 5-7, that person 
must have completed the developmental tasks of Vectors 1 through 3. 
The fourth vector is called the "Establishing identity" vector and is considered most 
central to young adulthood. Vector 4 is presumed to be a link between the two sets of 
vectors which must be connected to complete the identity development process. It is 
here that clarifications of a person's conception of his/her physical characteristics and 
personal appearance and of appropriate sexual roles and behaviors are important 
psychosocial events (Pascarella and Terenzini, 1991). 
Of particular interest to this study is Vector 6, the vector of Clarifying purpose, which 
refers to the assessment and clarifîcation of interests, educational and career options, and 
lifestyle preference. 
Chickering, like Erickson, proposes that the establishment of identity is essential in 
developing a sense of self and in coming to grips with one's physical and sexual self. It 
is in the process of developing identity that individuals struggle through the difference 
between what they appear to be and what they really are. Chickering feels that to arrive 
at the point of identity development, young people must experiment in the realms where 
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decisions are to be made, relationships are to be developed, and purpose and integrity 
established. 
Chickering's theory has had more influence than any other on the study of college's 
impact on students and on institutional policies and programs specifically designed to 
shape student development. His work has inspired more research and administrative 
programming than any other psychosocial theory (Pascarella and Terenzini, 1991). 
Erickson and Chickering both see identity development in the adolescent period 
culminating in the choice of an occupation which helps define the self. 
Identity Formation in Women 
Questions have been raised about whether Erickson's theory applies equally to 
women and men (Straub, 1982, Constantinople, 1969). A. W. Schaef in her paper titled, 
"Erickson's Eight Stages" (no date) theorized that Erickson's theory was too rigid and 
did not allow for flexibility of roles, thereby creating a restricted environment for the 
development of women. Several authors have conjectured there may be some male bias 
in psychosocial theoiy because of the masculine qualities emphasized in Erickson's 
theory (Constantinople, 1969, Feldman (1972), and Rodgers (1990b). Following these 
initial publication assertions, Erickson offered a theory of dependency as an important 
developmental stage of women in achieving identity. In this view college was seen to 
have some impact on the lives of women, but only as a temporary hiatus between 
dependency stages in their lives. 
Straub and Rodgers (1986) has also questioned whether or not Chickering's theory 
applies equally well to males and females. Although Chickering places the establishment 
of identity at the center of his model, followed by vectors 5 to 7, which focus on Freeing 
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interpersonal relationships, Clarifying purpose, and Developing integrity, Straub (1982) 
found that this configuration tends to hold true for males more than females. In her 
research, the vectors of Freeing interpersonal relationships (Vector 5) and Developing 
autonomy (Vector 3) were transposed for females. 
If a female student needs to complete the task of establishing successful interpersonal 
relationships (Vector 5) before establishing the link of identity (Vector 4), and if the 
female student does not explore autonomy issues until after the identity link is made, 
then this may create a difference in her assessment and clarification of interests, 
educational and career options, and lifestyle preference, which Chickering calls Clarifying 
Purpose (Vector 6). 
Differences between males and females in Clarifying purpose (Vector 6) may create 
differences in their levels of career maturity which can affect their choice of major and 
ultimately their occupational choice. In 1985, Loevinger and her colleagues suggested 
that for some (particularly women), ego development during college may even be a 
regressive experience (Pascarella and Terenzini, 1991). Only a handful of studies have 
sought to illuminate the process mediating identity formation or ego development and 
still fewer have focused on the role of education in that process (Pascarella and 
Terenzini, 1991). 
Sex-role Identification 
One factor within establishing identity is the concept of sex-role identiHcation, which 
suggests that sense of self is at least partly dependent on viewing self in relation to 
expectant roles for members of the same sex. Expectant roles for women are associated 
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with being perceived as feminine, and those for men are associated with being perceived 
as masculine. 
Block (1984) states that feminine and masculine identities are insufficient for 
describing the sense of self. She embraces a construct for sex-role identification that 
expands the categories for describing masculine and feminine identification. In 
examining this area, Block takes into account the influence of two factors: 1) the extent 
of high/low masculine and feminine identifîcation, which describes the relationship with 
traditional roles for one's sex and 2) high/low socialization which describes the degree to 
which an individual has internalized society's standards. 
On the high end of masculine/feminine identity, an individual follows traditional and 
appropriate roles; on the low end, the individual is following non-traditional and 
inappropriate roles. At the high end of socialization, an individual is a rule respecting 
person, and on the low end the individual is asocial, delinquent and, unresponsive to 
others' needs. 
Block's research (conducted in the late 60's and early 70's) tells us that the effect 
of socialization upon men appears to expand the personal options available to them. 
Block seems to imply that it is socially acceptable for men to acquire some feminine as 
well as masculine attributes during socialization. When the sex role identity combines 
both feminine and masculine attributes, it encourages more androgynous sex role 
identiOcation. 
Socialization affects women, however, by restricting their choices. Although the 
socialization process fosters nurturant, submissive, and conservative aspects of the female 
role, it does not move the women toward the conventional qualities defined as masculine 
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such as assertiveness, achievement, or independence. Therefore, Block asserts that 
"regardless of the level of femininity, the socialization effect upon women becomes 
associated with control of impulse and expression and the renunciation of achievement 
and autonomy (Block, 1984, p. 163)". These outcomes affect occupational choices and 
are factors to be examined when exploring career choice. 
Bern's initial research includes four categories for sex-role identification (masculine, 
feminine, androgynous, and undifferentiated) for describing the identity positions (Bern, 
1981) (Figure 3). This model recognizes that individuals may choose to exhibit behavior 
that society labels as inappropriate for that sex. As Bem defines it, the sex-role identity 
model utilizes the standard characteristics understood to represent males and females in 
the culture, but it also includes those characteristics not considered in the standard and 
describes them as androgynous and undifferentiated identities. 
Bem's research (1974) is based on the Ericksonian model of development. Erickson 
asserts that the development of sex-role identity in the early stages, described as Stage 
two (Childhood) and Stage three (Play). It is during these phases that sex-linked 
socialization occurs, which is the process by which boys learn to be boys and girls to be 
girls. This learning is first influenced by parent figures and the child's environment and 
later by teachers who help shape the thinking of the individual regarding what is 
appropriate and inappropriate. The development of sex-linked socialization has been 
researched and much empirical data is available (Block, 1984). There is evidence to 
support that it is likely that socialization, when combined with the effects of the college 
experience and when viewed as a form of 'certification', can contribute to the total 
impact of college on the careers of students (Pascarella and Terenzini, 1991). 
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Masculinity Score 
Below Median Above Median 
Femininity 
Score 
Below 
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(low-low) 
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Median 
Feminine 
(high fem. - low masc.) 
Androgynous 
(high - high) 
Figure 3. Bern's Sex-Role Identity Model 
Qioice of Major 
Societal terms to describe occupational activities are feminine and masculine, female-
dominated and male-dominated, traditional and non-traditional. 
The terms "feminine" and "masculine" as descriptors of occupations are defined by 
the biological construct of being human. These would be used to describe occupations 
limited to and exclusively based on biological differences such as birth mothers and 
sperm bank donors. "Female-dominated" and "male-dominated" are terms used to 
describe occupations in which there is a lack of participation by a particular gender in a 
specific occupation category as a result of socialization processes. Examples of these 
occupations would be "teaching" as a male-dominated field in the 19th century and as a 
female-dominated field in the 20th century. Nursing and clerical workers would be other 
examples of female-dominated positions. Male-dominated examples would be the 
medical profession, the engineering fîeld and positions such as nuclear science physicist. 
The trends for observing the male/female dominated occupations can be tracked through 
the U.S. Labor Dept. Offîce of Statistics and Information. 
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The term "traditional" refers to occupations in which a person pursues what society 
has historically defined as a reasonable occupational choice for that particular person's 
gender, for example, an airline pilot for males and a receptionist for females. "Non-
traditional" occupations refer to a person's pursuit of occupations that society has 
historically defîned as inappropriate for that particular person's gender, such as airline 
steward for males and computer systems manager for female. For the purpose of this 
study, the term traditional is synonymous with the term sex-appropriate and non-
traditional is synonymous with the term sex-inappropriate. 
When adolescents are experiencing identity formation, their educational experiences 
require them to select interests which may or may not lead to college. For those 
selecting the college experience, the need to select a major occurs approximately 
between the second year of high school and the second year of college. It is an 
observable event. 
There is substantial evidence to support the claim that initial career choice at the 
beginning of college tends to be the single best predictor of career choice at the end of 
college and the career or occupation actually entered (Pascarella and Terenzini, 1991). 
However, additional research clearly demonstrates that students frequently change their 
occupational plans during college (Pascarella and Terenzini, 1991). 
Fanin (1977) researched choice of major in women and purports that choice of major 
is undoubtedly influenced by many factors other than ego identity, such as the economy, 
availability of training, and employment opportunities. However, choice of major is at 
least a preliminary commitment to a vocational identity and is perhaps the first 
opportunity for a young woman to rehearse for an adult vocational role. Therefore 
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choice of college major is seen as a relevant variable for investigation with respect to 
identity formation, particularly in college women. 
Eccles (1987) explored the social and psychological processes linked to women's 
achievement-related decisions or why women make the occupational choices (beginning 
with the choice of a major) that they do. Her analysis defines choice as consisting of 
three parts: 
1) Perceived field of options what the individual is able to include in her decision. 
2) Psychological influences on choice-the individual's maturity level, self schema, 
perception of stereotypes. 
3) Complexity of choice-assessment of social reality that presents to each individual a 
wide variety of choices with long range and immediate consequences. 
Therefore the terminology "choice" of major is most accurate in describing the 
complexity of making a decision to enter a particular field of study. Although making a 
"choice" is an observable event that takes place early in the college experience, it has 
substantial consequences for how the student will experience the remaining years of 
college. It is also clear that there are strong links between major and subsequent 
occupational experiences (Fanin 1977, Eccles 1987, Pascarella and Terenzini, 1991). 
Despite the complexity of one's choice of major, socialization may affect women by 
restricting their choices. 
Prior to the women's movement of the early 70's, women were presumed to have 
their vocational identity culminate in the role of motherhood. Since that time, young 
women have entered college with plans to pursue vocational identities outside the home 
environment. With more emphasis being placed on the encouragement of young women 
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to enter non-traditional majors for females, an exploration of contributing psychological 
and sociological factors is warranted. 
Career Maturity 
Career maturity refers to "the extent to which the individual has accomplished career 
development tasks, the ability to formulate career plans, the accuracy of knowledge 
about one's preferred occupation (opportunities, financial returns, training requirements, 
and the like) and the degree of certainty about and planning for one's career choice" 
(Pascarella and Terenzini, 1991, p.425). Some researchers have questioned whether 
college students become more mature in their thinking about planning for a career with 
increased exposure to postsecondary education. It could be a result of age and not any 
particular effect of the college experience. 
In Chickering's model, Clarifying purpose (Vector 6) examines the developmental 
tasks of articulating the direction and goals that defîne the individual's future. It occurs 
after the developmental tasks of Developing autonomy (Vector 3) and Freeing 
interpersonal relationships (Vector 5) for both males and females. 
If we utilize Straub's theory, the point at which one pursues the tasks associated 
with this vector and length of time one spends on it will be different for males and 
females. The length of time each individual has to experience the various vectors may 
create different maturity levels in one's ability to clarify interests, educational and career 
options and lifestyle preferences. 
A decision was made not to examine only those aspects of career maturity that were 
unrelated to the development of interpersonal relationships. This was based on Straub's 
(1982) theory, which indicates that Vectors 3 (Developing autonomy) and Vector 5 
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(Freeing Interpersonal Relationships) were reversed for females. However, as of Vector 
6 (Clarifying Purpose) all tasks preceding this vector should be resolved by the time 
students are college seniors. The theoiy of Josselson (1973) also indicates that females 
establish a sense of self and establish relationships with others before afOrming a specific 
sense of purpose or autonomy. Taking this information into consideration it was 
important to look at developmental tasks that were clearly a part of Vector 6. Thus in 
an attempt to avoid contamination of factors related to career maturity, no interpersonal 
relationship factors were examined. 
Blocher and Rapoza (1981) state "vocational development, like psychological 
development in general, is assumed to entail an orderly sequential progression of 
psychosocial tasks leading toward maturity" (Blocher & Rapoza, 1981, p.213). There is 
such great overlap between the personal and vocational development of adolescence that 
these two converge in such a way that they become virtually inseparable. 
"Little evidence exists that the college experience on the whole works to expand the 
awareness or range of choices of college women, or that it greatly facilitates the growth 
of women in areas of planning, decision-making, or conflict resolution, which are crucial 
elements of vocational [career] maturity in women. The career needs seem to receive 
relatively little systematic support in the educational process" (Blocher & Rapoza, 1981, 
p.219). 
Clarifying purpose, as Chickering states, "...requires formulating plans of action and a 
set of priorities that integrate three major elements: (Chickering, 1969, p. 108) 
1) avocational and recreational interests, 
2) pursuit of vocation, and 
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3) life-style issues including concerns for marriage and family." 
Students who achieve these "can proceed with some sense of direction and some sense 
that an existence of their own can be carved out or constructed within the larger social 
matrix- an existence both satisfying to themselves and of worth to that larger context" 
(Chickering, 1969, p.l22). 
For the purpose of this study this characteristic (Career Maturity) will be measured 
by adding together two scores from the Student Developmental Task and Lifestyle 
Inventory of Winston and Miller (1987). The final score is derived from two scores, one 
labelled Establishing and Clarifying Purpose and the other labelled Academic Autonomy. 
In making career choices, students who have achieved the tasks represented by the 
Clarifying Purpose vector should "...(a) have well defined and thoroughly explored 
educational goals and plans and [be] active, self directed learners, and (b) have 
synthesized knowledge about themselves and the world of work [in which they must 
develop] appropriate career plans, both making an emotional commitment and taking 
steps now to allow realization of career goals ..."Winston, 1987, p.8). Academic 
autonomy is achieved when students can deal with ambiguity and monitor and control 
their behavior in ways that allow them to attain personal goals and fulfill responsibilities. 
The Efifect of College 
Generally, evidence exists to indicate that college attendance is reliably and positively 
related to learning, as well as to an increase in the student's sense of "self (Pascarella 
and Terenzini, 1991). College's influence on students' sense of "self is indirect, rather 
than direct, because it is mediated through certain characteristics students bring with 
them to college and through the kinds of academic and interpersonal experiences they 
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have on campus. Academic major should have a significant impact upon psychosocial 
change but the evidence suggest that the impacts are stronger and more consistent in 
cognitive areas than in noncognitive areas. As a contributing factor in shaping the 
psychological identity and affecting the socialization of students, the overall college 
environment promotes the development of androgyny as the most desirable psychological 
type to become. 
Need for the Study 
In order to verify the supposition that students' choice of major is at least partially 
influenced by societal stereotypes, and not simply by academic factors like cognitive 
ability, a study is needed which investigates the extent to which the proportion of males 
and females in male and female-dominated majors differs. 
Information about when students make decisions regarding the selection of a major 
and the frequency of when they change that decision could be helpful in seeing "crisis" 
and "commitment" moments in the student's life. In addition, an examination is needed 
of whether or not males and females, who have chosen majors that are sex-appropriate 
for them, view themselves stereotypically in terms of masculine and feminine qualities. A 
study is needed which will document whether the distribution of sex-role identities differs 
in male and female-dominated majors. 
Another question which might be raised is whether or not the identity development 
process described by Chickering (1969) has occurred during the college years. 
Specifically, one might ask whether or not one aspect of identity development, sex-role 
identification (Block 1984, Bern 1974), is complete for seniors. Have they made a 
commitment to a specific sex-role identity (Marcia and Friedman, 1970)? 
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Finally, an examination of career maturity as it relates to factors like gender, sex-role 
identifîcation, choice of major, and appropriateness of major is needed. According to 
the writings of Straub and Rodgers, (1986), one might predict that males would be more 
likely to reach higher levels of career maturity during the college years than females. 
However, one might argue that an even more critical variable in explaining career 
maturity is one's sex-role identity, rather than one's gender. Thus, a study is needed 
which examines sex-role identity in relationship to career maturity as well as interest in 
graduate school attendance. 
Blocher and Rapoza (1981) suggests that students in sex-appropriate majors have 
available to them extensive support systems that reflect society's sex-related biases. A 
study is needed which verifles whether or not students in sex-appropriate majors have 
greater career maturity (and possibly a greater tendency to be interested in graduate 
school) as a result. 
Statement of the Problem 
1. Will males and females be equally represented in sex-appropriate and sex-
inappropriate majors? 
2. Do the femininity scores of females in female-dominated majors differ from the 
femininity scores of females in male-dominated majors? 
3. Do the masculinity scores of males in male-dominated majors differ from the 
masculinity scores of males in female-dominated majors? 
4. Are seniors equally represented in the four sex-role identity categories? 
5. Is the distribution across the sex-role identity categories different for those in female-
dominated versus male-dominated majors? 
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6. Will males have higher Academic Autonomy, Establishing and Clarifying Purpose, 
and Career Maturity scores than females? 
7. Will androgynous and masculine-identified students have higher Academic 
Autonomy, Establishing and Clarifying Purpose, and Career Maturity scores than 
feminine identified and undifferentiated students? 
8. Will students in male-dominated majors have higher Academic Autonomy, 
Establishing and Clarifying Purpose, and Career Maturity scores than students in 
female dominated majors? 
9. Will students in sex-appropriate majors have greater Academic Autonomy, 
Establishing and Clarifying Purpose, and Career Maturity scores than those in sex-
inappropriate majors? 
10. Will there be interactions amongst the variables of gender, sex-role identification, 
choice of major, and sex-appropriateness of majors when examining the variables of 
Academic Autonomy, Establishing and Clarifying Purpose, and Career Maturity? 
11. Will androgynous students be more interested in pursuing graduate education than 
any other sex-role identified group? 
12. Will those in sex-appropriate majors be more interested in pursuing graduate 
education than those in sex-inappropriate majors? 
These questions reflect two major questions that are asked repeatedly as part of the 
identity development process: "Who am I?" and "What will I be?". This study examines 
variables that may be important to students as they attempt to answer these questions. 
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Statement of Purpose 
In this study 396 senior students from a variety of majors who were planning to 
graduate at the end of the spring or summer semester of 1993 completed the following 
instruments: the BEM Sex Role Inventory and the SDTLI Student Developmental Task 
and Lifestyle Inventory. Majors selected represent sex-appropriate male-dominated 
fields such as engineering and business, and sex-appropriate female-dominated fields 
such as education and family consumer science. 
Scores on the BEM were used to evaluate a student's masculine/feminine 
identification. In addition BEM scores were used to classify each student into one of 
four sex-identified groups. Two scores were computed from the SDTLI: Developing 
Purpose and Academic Autonomy. When combined, they reflect a subscore called 
Career Maturity. The definition of Career Maturity is a combination of Academic 
Autonomy and Establishing and Clarifying Purpose which is unique to this study. It 
should not be confused with theoretical constructs discussed by Pascareila and Terenzini 
in Chapter 2 of this study. 
Assiimptioiu 
The assumptions are: 
1) that the subjects were honest in completing the survey. 
2) that the choice of major may or may not reflect their ultimate career choice, but that 
it does reflect a commitment to a self perception of vocational identity. 
3) that the students represented different ages, housing arrangements, genders, races, 
and nations. 
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4) that all the students were seniors who were scheduled to graduate in the spring and 
summer semester of 1993. 
Hypotheses 
1. Males are more likely to have selected male-dominated majon, whereas females are 
more likefy to have selected female-dominated majors. 
Rationale: Socialization impacts identity formation by crystallizing what is and is not 
acceptable role behavior for males and females. Society's expectations also exist on the 
college campus, and not only on the campus at large, but also within academic 
departments. Thus, stereotypical roles are perceived by students to be desirable even 
within the domain of the field they have chosen to study. Therefore, more students will 
be found in their sex-appropriate majors due to their comfort with faculty, academic 
support mechanisms, role modeling and peer pressure. 
2 The femininity scores of females in female-dominated majon will be higher than the 
femininity scores of females in male-dominated majors. 
Rationale: Block (1984) says femininity is a restrictive psychic activity and prohibits 
females from exploring sex-inappropriate options. Bem (1974) says femininity is not a 
flexible and adaptable psychic activity; therefore, the females' scores in sex-
inappropriate majors will be less than those of the females in the sex-appropriate majors. 
Falbo (1977) reports that feminine persons perform optimally in situations demanding 
feminine attributes but do not perform as well in situations demanding masculine 
behavior. 
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3. Hie masculinity scores of males in male-dominated majors will be higher than the 
masculinity scores of males in female-dominated majors. 
Rationale: Falbo (1977) reports that masculine persons perform optimally in situations 
demanding masculine behavior. Hyde et. al (1990) found that males have a tendency to 
stereotype and perceive a particular major or field as belonging to the male-dominated 
domain more so than females; therefore, those in sex-appropriate majors will reflect this 
higher rate of territoriality in their perceptions of societal norms and stereotypes. 
However, Block tells us that the characteristics of masculinity include some attributes of 
femininity. Therefore males who are masculine can function as masculine in a feminine 
environment without making any other adjustments within the self identity framework. 
4. Seniors will be equally represented in the first three sex-role identity categories of 
androgyny, masculine-identified, and feminine-identified and veiy few will be 
represented as undifferentiated, the fourth category. Most of the subjects will be 
androgynous and masculine-identified. 
Rationale: Erickson (1968) and Chickering (1969) specify that vocational and academic 
identity should be achieved by the senior year of college. Chickering's theory implies 
that students have passed through all the vectors that impact on establishing identity. 
Waterman (1982) tells us these processes stabilize during the adolescent years and 
continue into adulthood. 
5. The distribution across the sex-role identity categories will be different for those in 
female-dominated versus male-dominated majors. Those students in the male-
dominated major will be primarity androgynous and masculine-identified, whereas the 
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•tudents in the female-dominated major will be primarity androgynous and feminine-
identified. 
Rationale: The college experience is one that was developed to meet the vocational 
needs of men in the clergy in early 18th century America (Brubacher, 1968). That bias 
has persisted through time. Even though women have been accepted in large numbers 
into the college environment they have not been warmly welcomed (Bernard, 1981). 
Therefore, the socially accepted identity in the college environment for a male-
dominated major would be that of masculine-identified and the expanded and maximally 
flexible identity of androgyny. The socially acceptable identity for a female-dominated 
major however would be that of a feminine-identified person first and then androgynous. 
6. Academic Autonomy, Purpose, and Career Maturity will vary by gender, with males 
having higher scores than females. 
Rationale: Straub's theory says that males work on autonomy before females do. 
Therefore if they have a longer period of time to pursue it, there should be different 
outcomes in the Establishing and clarifying purpose and Career Maturity scores for 
women. Jagacinski (1987) says decision making about majors tends to occur later 
amongst women than men. Therefore, females have had less time to develop their sense 
of career maturity, and when involved in a sex-inappropriate major, they receive less 
support and understanding of the career paths needed. 
7. Academic Autonomy, Purpose, and Career Maturity will vary by sex-role identity, with 
androgynous being the most mature, followed by masculine-identified, feminine-
identified, and undifferentiated, in that order. 
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Rationale: Androgynous persons have the maximum flexibility and adaptability to 
different role responsibilities (Bem, 1974). The Bern literature says that androgynous 
individuals are a mixture of high masculine and high feminine traits and are therefore the 
most adaptable to the environments around them. They are often times, however, found 
to be more similar to one of the three other categories at any given time on any given 
subject. Masculine identified persons expand the options open to them by embracing 
some feminine characteristics while yet remaining identified as a masculine person 
(Block, 1984), this also allows them to achieve greater levels of career maturity. Females 
on the other hand, have fewer options for embracing acceptable characteristics through 
which they can develop their career maturity. 
8. Academic Autonomy, Purpose, and Career Maturity will vary by major with male-
dominated majors being more mature than female-dominated majors. 
Rationale: It is presumed that individuals in male dominated majors need an advanced 
degree in order to pursue the maximum in career options available to them. Therefore 
students in male dominated majors will have higher perceptions of career maturity than 
those in female-dominated majors. 
9. Academic Autonomy, Purpose, and Career Maturity will vary by sex-appropriateness 
of major with sex-appropriate majors being more mature than sex-inappropriate 
majors. 
Rationale: In order to compete in the sex-inappropriate environment, females would 
have to eliminate feminine characteristics in order to have a level of comfort in the male-
dominated domain. By the senior year of college the impact of the environment has 
become a part of the self-identity and increases the position of comfortability. Both 
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males and females in sex-appropriate majors will have higher Career Maturity scores 
than those in sex inappropriate majors because the career paths will be made clearer 
along traditional lines. There will be more support systems available to those in sex-
appropriate majors, and they will receive more encouragement via societal confirmations 
and role modelling than those in sex-inappropriate majors. 
10. When eammining Academic Autonomy, Puipose, and Career Maturity, there will be 
no interactions amongst the variables of sei; sex-role identification, choice of major, 
and sex-appropriateness of majors. 
Rationale: Virtually no interactions have been found by other researchers. 
11. Androgynous students will be more interested in pursuing graduate education than 
any other sex-identified group. 
Rationale: Falbo (1977) purports that androgynous students need outside approval more 
than others and will seek it through more education. Bern (1974) implies that because of 
their flexibility, androgynous students are not limited in their pursuit of achievement. 
12. Those in sex-appropriate majors will be more interested in pursuing graduate 
education than those in sex-inappropriate majors. 
Rationale: Support and encouragement from teachers and positive peer relations have 
long existed for students in sex-appropriate majors. In addition, very good information 
and role modelling about career choices and options have existed in these majors. Thus, 
the students in these majors will be more encouraged to continue their educational 
activity. 
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limitations 
The threats to internal and external validity are that this study's findings may be 
ecologically affected by the environment of the university. The researchers' inability to 
study the subjects in all the areas that needed examination, and the inability to obtain 
the amount of time needed for each subject to complete that volume of information, 
limited the results that could be found. The results of this study may not generalize to 
other types of college environments. The study is also limited by its lack of diversity 
amongst the racial demographics of the subjects. Therefore, the results may not be 
applicable to the developmental tasks of minority students. 
Significance of the Study 
Exploring possible relationships among sex-role identity, sex-appropriateness of 
major, choice of major, and career maturity could provide additional information on 
differences in gender behavior. It could promote new strategies in college and career 
counseling. It could contribute to additional examination of the "coolness" of the college 
environment for females. It could contribute toward the body of information classiHed as 
psychology of women. 
Data analysis with a particular look at the women in the study could provide 
information to further the development and advancement of feminist theory in the 
education Geld. By examining the psychological factors for females in the college 
environment new information could contribute toward the development of new 
educational techniques and increase sensitivity to the different learning styles influenced 
by the psychological factors. Furthermore, results could have significance for the student 
services areas of career counseling, and could have academic impact in the area of 
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teaching and curriculum development, as well as an effect upon the general college 
environment. 
Finally, this information could contribute to the development of intervention 
programs designed to help develop the formation of identity in students. Through the 
creation of different identity development programs for females and males, and offering 
them during the differing developmental life cycles, could contribute to increased 
maturity and compatibility with the environment. 
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IL REVIEW OF LTTERATURE 
Critical points of identity theory have been asserted by several theorists, since the 
mid 60's when the student activist movement increased the need for understanding the 
developmental processes of young people functioning in the college community. 
...most theories view development as a general movement toward greater 
differentiation, integration, and complexity in the ways that individuals think, 
value, and behave. This movement is typically seen as orderly, sequential, and 
hierarchial, passing through ever higher levels or stages of development, and to 
some extent as age related. Developmental theorists disagree over whether 
these progressions are irreversible, as well as over whether the progression is 
continuous and gradual or disjunctive and abrupt. Developmental change may 
be due to biological and psychological maturation, to individual experiences and 
the environment, or to the interaction of individual and environment. (Pascarella 
and Terenzini, p.l8,1991) 
Development of Identity Theory in College Students 
The first major contributor to the development of identity theory was Erick Erickson, 
who developed the stage theory of identity. Stage theory posits that during very 
particular times in the life span, one will experience physical growth, cognitive 
development, and a response to social demands that require the mastering of 
developmental tasks. Crisis points exist within each stage. These points are decision 
points, times when one must make choices and commitments. Some choices will propel 
the person into a completely new stage (Widick et ai., 1978). 
Another theorist, James Marcia, developed the identity status theory which further 
explores the theory of commitment. Marcia asserts that different ego-identity statuses 
exist to cope with the task of making choices and meeting crises. Marcia developed four 
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identity statuses^-Foreclosure, Moratorium, Achievement, and Diffusion-using college 
students as the subjects for defining his theory (see Figure 4). Eight-hundred students 
were studied over a 10 year period to establish this theory. 
A.W. Chickering developed a theory of identity based on a concept called vectors. 
Identity 
Commitments Achieved Foreclosed 
No 
Commitments Moratorium Diffused 
Crisis No crisis 
Figure 4. Marcia Model of Identity Formation 
Vectors represent a dynamic process of developmental growth, sources of concern, and 
specific outcomes. Chickering asserts that the processes within the vectors are those of 
differentiation and integration. The fourth vector is known as the Establishing identity 
vector. Movement through the vectors doesn't just unfold due to time and maturation, 
or because of choice between crisis and commitment; in the case of college students, 
movement occurs because of stimulation from the college environment. 
Applicability to college students varies for each theorist. Erickson's theory applies 
to college students in Stage five (Adolescence) and revolves around the tasks of Identity 
H. From Erickson's model Marcia developed a paradigm that included four identity statuses; 
1) Achievement- those who have seriously considered occupational and ideological alternatives 
and made a decision on their own terms. 
2) Foreclosure- those who have made commitments in the absence of crisis, largely holding to 
childhood or parentally derived choices. 
3) Moratorium- those in an active crisis period, struggling to make commitments. 
4) Diffusion- those who lack commitments and appear unconcerned about it. 
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Diffusion vs. Identity. College is a time of exploration and change. As college students 
attempt to formulate their identity, repeatedly the questions of "Who am I?" and "What 
will I be?" are posed. Students also experience a great need to know how they are being 
perceived by others. 
Students search to establish work identity, sexual identity, and group identity. This is 
the time of establishing vocational goals and making ideological commitments, 
particularly by men. Failure to meet the decision points known as "crises" and make 
commitments creates diffusion or confusion that inhibits choices or changes from being 
made. 
Anne Constantinople (1969) developed an instrument to test the theories of 
Erickson on college students. She found that seniors are the most mature in identity 
resolution, that males follow the Erickson development theory whereas females do not, 
and that females are more mature than males in the area of industry (which occurs in 
Stage four. School Age); but she also found that by the senior year these differences are 
minimal. Females pursue industry tasks more than identity tasks, with identity diffusion 
reaching its peak in their sophomore year. Constantinople's data supports Erickson's 
theory but raises questions about the potency of social environment. Erickson described 
the major component of his theory for male identity as occupation, while the major 
component of the female identity is the role of wife and mother. 
Marcia tested Erickson's theory of ego-identity by observing verbal and behavioral 
commitments to occupation and ideology expressed during interviews. The fîrst result of 
his findings was to recognize the experience of 'crisis', the engagement of and choice 
among meaningful but competing alternatives. The second was to recognize the 
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experience of commitment, the level at which an individual's personal investment in one 
of three areas (religious, occupation, political values) is made. Later Marcia added a 
fourth area, sexual value. According to Prager (1986) as cited in Pascarella and 
Terenzini (1991), "Crisis is presumed to lead to differentiation and individuation, while 
commitment is assumed to result in stability, continuity, and comfort". As cited in 
Widick, et ai., (1978), Waterman, Geary, & Waterman (1974) found that Achievement 
and Foreclosure statuses were the most stable during the college years. 
Chickering used Erickson's theory as an orienting point in developing his own 
theoiy on student development of identity. Chickering says growth occurs because of the 
college environment, which is diverse. The task of education as viewed by Chickering is 
not socialization but identity formation. 
All these theories of identity must be examined within the specific context of 
applicability to college women. Erickson is not clear in his theoiy about development of 
women, but after some pressure he conceded in 1968 in his essay "Womanhood and the 
Inner Space," that he believed women have an "inner space" that men do not have. 
Marcia asserted that the occupational area of development is not as clearly defîned for 
women as it is for men (Marcia & Freidman, 1970). However, when Douvan and Kaye 
did their research in 1962 they did find women were having this role conflict. Chickering 
made no distinction between men and women in his developmental theoiy. 
Other researchers have theorized about women's development. Douvan and 
Adelson (1966) assert that women tiy during college to resolve relationships issues. Due 
to changing roles of women, they assert, some women are now defining their identity in 
terms of vocational and family roles as simultaneous issues (Widick et al., 1978). 
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Hodgson and Fisher (1979) confirmed in a study that issues associated with identity 
development are different for males and females. For women, identity development 
follows different pathways which are more complex and more conflicted than for men. 
They caution against applying the Erickson theory to women. Orlofsky (1977) confirmed 
that androgyny is associated with high levels of successful identity resolution, particularly 
for women. Alan Waterman (1982) tested Erickson's stage theory using sex-role 
identification and found that androgynous subjects consistently ranked highest in all of 
Erickson's developmental stages and that females were more frequent than males in the 
androgyny category. 
Ruthellen Josselson (1973) does not support Marcia's theory of identity formation 
when applied to women. She repeated Marcia's work using women only, and including 
the aspect of interpersonal identity to establish status findings on the subjects. She found 
that young women didn't fit his theory on committed ideology or political values, which 
is the center of the Erickson model. She did find that women include career, 
homemaking, and child-rearing in their career plans. She also found that women have 
no conflict with men, and no particular identification with father or mother; rather a 
woman waits until marriage to form her identity, when intimacy and identity stages are 
merged. 
Cynthia Straub and Robert Rodgers (1986) explored Chickering's theory using 
women subjects and found significant differences from Chickering's theory of 
development for females and for first and second year students. For example, they 
found that vector three (Developing autonomy) and vector five (Freeing interpersonal 
31 
relationships) were reversed in order for the females. Women wanted to pursue 
intimacy and interpersonal issues before pursuing autonomy issues. 
Attempts to Measure Developmental Tasks 
Measuring career maturity is done through the use of specific instruments carefully 
developed over time and grounded in developmental theory. 
The designers Prince, Miller, & Winston combined the content of Chickering's 
Vectors with Havighurst's conceptualization of developmental tasks (Winston et ai., 
1981). Havighurst provided organizational schema for developmental theory with his 
concept of developmental tasks developed in 1953 as cited in Winston et al., (1981, p.2): 
A developmental task is a task which arises at or about a certain period in the life of 
an individual, successful achievement of which leads to happiness and to success with 
later tasks, while failure leads to unhappiness in the individual, disapproval by society 
and difficulty with later tasks (Havighurst, 1953). 
After four phases of development, the Student Development Task Inventory-2 was 
developed in 1979 by Winston, Miller, and Prince, and was based on the following 
criteria as cited in Winston et al., (1981, p.430): 
a) Items were selected for each subtask to assure a range of complexity; 
b) all items were selected so that each was more highly correlated with the subtask 
to which it was assigned than with any other subtask; and 
c) items were selected to represent all aspects of the subtask (Winston, Miller, & 
Prince, 1979a). 
The instrument does not provide an absolute definition of developmental tasks. The 
Developing purpose task measures some of the same constructs Super and colleagues 
have independently formulated through their work on career development (Winston et 
al., 1981). 
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The instrument has several uses, but the most relevant to this study is for student 
development research and evaluation (Winston et al., 1981). It has been confîrmed in its 
usefulness as a research tool in the student development area by Stonewater, J. in 1986. 
Several researchers have explored the gender effects found in the instrument. Some 
of the results revealed a Type 1 error after 12 separate ANOVA's were run, showing 
that women generally score higher than men on mature interpersonal relations and on 
the Tolerance subtask (Stonewater, J. et al., 1986). MANOVA procedure results were 
not signiOcant and there was no response bias by sex for the orientation sample 
(Stonewater, J. et al., 1986). Stonewater attributes the higher score on mature 
interpersonal relation to Gilligan's 1979 theory of "connectedness" and to women's 
pattern of development being based on relationships and correctness (correctness 
meaning what is stereotypically acceptable for female behavior). This difference could 
result in different bases for decisions, relationships, priorities, and sense of self. 
Consequently, it is possible that development proceeds differently for men than for 
women and thus there may be sex differences for autonomy, purpose, and relationship. 
"Gilligan believes a woman's sense of self is organized around being able to make and 
maintain relationships, and her intimacy development precedes or is fused with identity 
development" (Greeley et al., 1988, p.512). Greeley says Chickering's theoiy was 
supported with regard to autonomy and that there were no significant sex differences. 
Greeley supports Fanin (1977) in the concept that women accomplish intimacy and 
autonomy simultaneously and she feels her own study supports Straub and Rodgers 
(1982). 
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There have been problems with the instrument which were ultimately resolved. In 
1986 five of the nine subtasks had poor internal consistency, (Emotional Autonomy, 
Lifestyle Planning, Mature Relationships with Peers, Tolerance, Emotional Autonomy), 
and poor correlation between subtasks and influences of social desirability on Tolerance 
as reported by Stonewater, J. 
In 1987 fifty-four of the 140 items (39%) did not load significantly (.30 or higher) on 
any subtask as reported by Stonewater, B. The strongest overlap between men and 
women is on the Purpose factors. It seems likely that there may be differences in the 
way men and women perceive or respond to the items or in the manner in which 
development of these tasks takes place. Stonewater also questioned the appropriateness 
of using the instrument to assess psychosocial development of men and women in the 
same way. She warns that care must be taken in assuming the instrument is measuring 
development in the same way for both sexes (Stonewater, B. 1987). 
A call for a major instrument revision was done in 1986, and the designers 
responded by revising it in 1987 and changing its name to SDTLI, Student 
Developmental Task and Lifestyle Inventory. 
For the purpose of this study, the parts of the instrument that have been utilized are 
the Establishing and Clarifying Purpose Tasks and the Academic Autonomy Tasks. Since 
the correlation for men and women has always been strong on the measurements of 
Purpose this researcher felt this would be a good instrument for the present study. None 
of the elements of interpersonal relationships or intimacy are being studied in this 
project; therefore, the separate Academic Autonomy measure was ideal as there is no 
measurement of emotional autonomy within it. 
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Development of Sex-role Identification Theoiy 
Pre-70's conceptions of masculinity and femininity were based on a bi polar 
conceptualization and based on a single continuum. Constantinople raised questions 
about this construction of masculinity and femininity in 1973. She wanted to know how 
the measure of masculinity and femininity should be defined and whether its dimensions 
were really bipolar. She wondered whether, when you get the measurement and see a 
difference, whether it really means that one female is less feminine than another female. 
Can femininity and masculinity be measured by a single score? She called for more 
research to be done. 
Several other researchers began to expand on the exploration of what became 
known as sex-role measurement and definition. Spence, Helmreich and Stapp (1975) 
indicate that sex-role stereotypes conceptualize masculinity and femininity as a dualism. 
Separate, socially desirable components are present in both sexes but in different 
degrees. They feel it is not accurate to describe men as masculine and women as 
feminine on any given attribute, but it is better to describe them as differing in degree of 
masculinity on some attributes and degree of femininity on some other attributes 
(Spence, Helmreich, and Stapp, 1975). 
The most advantageous sex-role behavior purported by Spence et al. is androgyny. 
They define it as a high degree of both masculine and feminine desirable characteristics. 
A low degree of both is designated as undifferentiated and is considered the least 
desirable sex-role behavior. 
Other investigators see alternate conceptions of masculinity and femininity. Block 
(1973) and Bern (1974) see masculinity and femininity as separate dimensions, each 
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present in varying degrees in both men and women. Rather than masculinity and 
femininity existing on either end of a line as in the Spence et ai. model, the alternative 
view is that masculinity and femininity exist in four distinct boxes or dimensions that 
divide these characteristics into high and low. (See Figure 3.) 
Sexual identity and sex-role were defined clearly by Block and others. Some 
definitions were specifically directed at the female development process: 
...sexual identity means, or will mean, the earning of a sense of self in which there is a 
recognition of gender secure enough to permit the individual to manifest human qualities 
our society, until now, has labeled as unmanly or unwomanly (Block, 1973, p.512). This 
then required a new definition of sex-role which Block defined thusly: By sex role, I 
mean the constellation of qualities an individual understands to characterize males and 
females in his culture (Block, 1973, p.512). And specifically for women sex-role was 
defined (as cited in Fanin, 1977) as ...a system of beliefs based on a "woman's concept 
of what kinds of behaviors are appropriate to her role as a female ...primarily with 
respect to men (Lipman-Blumen, 1972, p.34-35). 
The development of sex-role identity influences began to emerge as more 
researchers became involved in the investigation. Block agrees with Erickson on the 
development process but uses the Loevinger model developed in 1976 to develop her 
theory. She not only defined sex-role identification, but she also provided an explanation 
about its effects over a life-time of socialization. 
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The first effect on development is the influence of family. The child-rearing 
practices of parents mold the sex-role Identity of the child. This was conHrmed by other 
researchers Trigg and Perlman, 1976 and Hackett, 1989. Block developed a form to 
question parents and thus created a model that helps identify familial antecedents and 
the role they play in shaping the child's sex-role identity. 
Still other researchers have investigated the approximate age by which sex-role 
identity has been formulated. Their results place the age around 5 years old (Schossberg 
and Goodman, 1972; Tarvis, 1975). 
The second effect is the influence of society. Block found that women renounce 
autonomy as femininity increases, and that women will not seek employment as 
femininity increases (also studied and confîrmed by Trigg and Perlman, 1976). The 
external society did affect women and men differently with the options for women being 
narrowed whereas for men they were broadened as they expressed greater levels of 
femininity and masculinity, respectively. 
Other researchers also noted the effect of society. Cohen (1966) noted 
incompatibility between sense of identity and society's defînition of sex-role for women. 
Seward (1964) found ambiguities for women. Kidd (1984b) noted the effect of school. 
One example of combined school and parental effect is when parents decide to withhold 
money for computer camp or training for girls, or when they influence the courses the 
girl decides to take, or even when the peer response to career aspirations is deemed 
inappropriate by the parents. 
Ultimately Block determined that the conventional masculinity-femininity 
descriptions were not enough and called for more research into more descriptions. 
37 
Bern (1974) has gone further than any other researcher to develop the sex-role 
concept of androgyny. She sees androgyny as a balance of masculine-feminine 
characteristics. Androgynous individuals of both sexes show more "feminine" behaviors 
than nonandrogynous individuals in a situation designed to elicit androgyny and more 
"masculine" responses in situations calling for masculinity. Falbo (1977) reported that 
masculine persons perform optimally in situations demanding masculine but not feminine 
behaviors and that feminine persons perform optimally in situations demanding feminine, 
but not masculine behaviors. Androgynous persons perform optimally regardless of the 
sex-typing of the behavior demanded by the situations. 
Androgynous individuals would not always be the most adaptable in a single 
situation, reported Jones et al. in 1978, but when several situations are taken into 
consideration, they will yield the most adaptive average pattern of behavior. His report 
does not agree with the findings of Bem. He views sex-role typing as an examination of 
another function of masculinity and he ponders whether androgyny is really different 
from being undifferentiated. However, Waterman (1982) reports that androgynous 
persons have the most successful resolution of stage-specific crises and that the 
undifferentiated are not as successful at stage resolution. 
Attempts to Measure Sex-role Identification 
Measuring sex-role identification behavior required the development of a new 
instrument. S.L. Bem set out to develop a new instrument which she called the BSRI, 
the Bem Sex-Role Inventory. It was designed not to automatically build in an inverse 
(meaning if you are at one end of the pole, the inverse of where you are is the opposite 
end of the pole). The BSRI features that distinguished it from other masculinity-
38 
femininity scales are as follows: First, it includes both a masculinity and femininity scale 
and treats them as independent dimensions rather than ends of a single continuum. 
Second, it was founded on a conception of the sex-typed person as someone who has 
internalized society's sex-typed standards of desirable behavior for men and women. 
The person is attuned to cultural definitions of sex-appropriate behavior and uses such 
definitions as the ideal standard against which her or his own behavior is to be evaluated. 
And third, a person will be characterized as masculine, feminine, or androgynous as a 
function of the difference between his or her endorsement of masculinity and femininity 
personality characteristics as stereotypically understood by society. 
There were quite a few problems in the original scoring method that required a 
change in the design. When it was originally designed, the scoring method computed a t-
ratio as the index of androgyny. In 1977 the scoring system was modiOed. A 
standardized T score method was substituted for the t-ratio and this method of 
classification was eliminated. 
Subjects are now classified according to the Median Split method into four 
categories suggested by Spence, Helmrich et al. (1978): Androgynous, Masculine-
identified, Feminine-identified, and Undifferentiated. Filler items no longer measure 
social desirability, but simply provide a context for masculine and feminine items. 
Problems with the instrument have not been fully resolved to date. Initially, there 
were claims that androgynous persons were behaviorally and emotionally more 
adaptable, but the data collected did not reflect this in mental health and social 
competence tests (Jones et al., 1978). Bern agreed to restrict the androgynous 
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designation to persons whose masculine-feminine scores did not differ significantly and 
where both scores were above the observed median (Jones et ai., 1978). 
The only data that might qualify as a gender effect found in the instrument are 
presented by Jones et ai., 1978. Jones's argument was that the hypothesis of androgyny 
for males was not supported; Jones believes Bem's theory is inaccurate for males. The 
results presented by this present dissertation study concur that the measurement for 
androgyny seems to be more sensitive as a female measurement than as a male 
measurement. This study also hypothesizes that undifferentiated identities are really 
masculine-identified subjects who have not completed other developmental tasks 
sufficiently to score on any type of measurement of identity. A good review of literature 
and comparison of sex-role instruments can be found in Kelly and Worell (1977.) 
The reason the Bem Sex-Role Inventory was selected for this study was because of 
its design to measure sex-role identity in four dimensions rather than in two. The four 
dimension aspect provided a greater opportunity to classify the subjects of the study and 
make more specific analyses. 
Two Effects of College Upon Identity Development 
Choice of major is a salient variable to explore as stated in the dissertation of Fanin 
in 1977, and factors related to choice are also salient and worth exploring, states Eccles 
in her research of 1987. 
Choice is defined by Fanin as an observable event. The selection of a major can be 
visibly seen and acted upon. For Eccles (1987) choice is a three-part process. She 
describes the parts as: 
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1. Perceived Field of Options. Some choices can not be made because the subject 
can not perceive the full range of options to choose from. 
2. Flycliological Influence on Œoice. Based on the subjects' maturity and self-
perception of who they are and who they would like to be. 
3. Oomplegrity of Choice. Decisions of choice are made within complex social 
realities that provide the subject with a wide variety of choices that have long-
range and immediate consequences. 
This process of making a choice was not originally considered necessary for women 
to be successful in life, stated Constantinople in 1969. She found that the college 
environment is more conducive to growth among males than females. The dominant 
motivation of males for going to college is vocational, whereas for females it is social. 
Much of what occurs in the academic environment of the college helps male students to 
make choices and commitments with respect to a future career. The male has 
opportunities to try out tentative commitments both in courses and in a major field of 
study (Constantinople, 1969). During the 60's when Constantinople released her 
fîndings the females may have had the opportunities, but they were not exercised in the 
same manner as they were for the males. Many of those limitations still exist today for 
women students such as limited mentoring relationships, low visibility and opportunity for 
same-sex role modeling, limited opportunities for employment, and little support and 
encouragement for continued research. 
Thus, two different types of majors developed in the co-ed environment. Since 
males and females were being prepared for different vocational ends, the concept of sex-
appropriateness in majors evolved. The male-dominated major led to occupations that 
were male-dominated based on U.S. labor statistics and enrollment figures based on sex. 
Eccles (1987, p.l51) adds: 
The male-dominated professional system clearly assumes that one should sacriHce 
other interests to the goal of being the "veiy best" at what you do, despite recent 
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concern over the high cost of such a perspective to individuals' physical and mental 
health. Women appear to be less likely than men to endorse this value and, in part, 
as a consequence, may be both less likely than men to rise rapidly through the ranks 
in their chosen educational and vocation settings and more likely than men to reap 
the physical and psychological benefits of their diverse interests and activities 
(Nathanson & Lorenz, 1982; Sorenson, Pirie, Folsom, Luepker, Jacobs, & Gillum, 
1985; Verbrugge, 1976). 
The female dominated major leads to female-dominated occupations based on labor 
statistics and enrollment figures based on sex. Fitzpatrick (1989) defined non-traditional 
occupations for women as fields with less than 30% to 34% women, and traditional fields 
as 75% or more women. 
The relationship of women to choice is a complicated one. For women students not 
only have to choose a major which will lead to a career, but they also must choose 
compatible arrangements for marriage (Constantinople, 1969). Constantinople found 
that when women have to make the same career choices as men it prolongs their time in 
the diffusion stage (that stage that resembles confusion and represents a searching 
through the crisis for the commitment to the new identity), while they respond to conflict 
between work and marriage. 
Eccles (1987) found that men make their choices based on perceived status in terms 
of money whereas the choices of women are based on wanting to help people. Farmer 
(1985) found negative associations for girls between career commitments and full-time 
homemaking, noting "...women must reconcile these consequences but men do not" 
(Farmer, 1985, p.l51). Richardson (1974) sampled college women seniors and found 
that valuing marriage was significantly related with a traditional career orientation. 
Thus, defining career maturity is difficult when examining both males and females. 
Pascarella and Terenzini (1991) defines career maturity as; 
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... the extent to which the individual has accomplished career developmental task(s), 
the ability to formulate career plans, the accuracy of knowledge about one's 
preferred occupation (opportunities, financial returns, training requirements, and the 
like), and the degree of certainty about and planning for one's career choice 
(Pascarella and Terenzini, 1991, p.425). 
In an attempt to measure the career maturity of subjects in this study, the present 
researcher selected two measures from the Student Development Task and Lifestyle 
Inventory (Winston et al., 1987). The first, Establishing and Clarifying Purpose, was 
selected because it includes several items which address different aspects of Pascarella 
and Terenzini's (1991) definition of career maturity. For example, on the ability to 
formulate career plans, students are asked; 
I have identiOed acceptable alternatives to my present educational plans. 
Within the past twelve months I have discussed, in depth, my educational objectives 
or plans with an academic advisor. 
regarding knowledge about one's occupation, they were asked: 
While in college I have visited a career center or library to get information about 
possible careers or detailed information about a career area I have chosen. 
I have identified some jobs within the career area I have selected which I know I 
would not like doing. 
I have yet to decide on a postcollege career area. 
While in college I have gained practical experience directly related to my educational 
goals through an internship, part-time work, summer job, or similar employment. 
I have yet to establish any specific educational goals. 
on degree of certainty about planning for one's career choice they were asked: 
I know all the basic requirements for graduating with a degree in my academic 
major. 
I have yet to decide on an academic major. 
I have practical experience in the career area I plan to pursue after college. 
I have yet to decide on a postcollege career area. 
I have formulated a clear plan for getting a job after college. 
The second measure, Academic Autonomy, was selected because it assesses 
characteristics which could be considered to be implied in their definition of 
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accomplishing career development task (e.g., the ability to organize one's work, the 
ability to plan and meet deadlines, the ability to know when help is needed). Examples 
of these types of statements were: 
Recently I made a poor grade in class due to my neglect or lack of prior planning. 
My grades are not as good as they could be because I don't like asking for help. 
I have difficulty disciplining myself to study when I should. 
When the net effect of college is examined, Pascarella and Terenzini tell us it is seen 
as "...mediating the indirect influence of socioeconomic background; it is also considered 
to have an important direct effect on occupational status, irrespective of social origins" 
(Pascarella and Terenzini, 1991, p.426). Pascarella also states that a "student's major 
field of study has a substantial influence on how that student experiences college" 
(Pascarella and Terenzini, 1991, p.463). Lastly, Pascarella and Terenzini calls for 
research that adequately addresses the potential causal link between undergraduate 
major and women's entry into sex-atypical or traditionally male-dominated occupations, 
for the current literature is sparse. This study attempts to investigate that causal link 
and hypothesizes that being female can have a statistically significant negative indirect 
effect on occupational attainment that is at least partially explainable by choice of major. 
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m. MATERIALS ANT» METHODS 
The purpose of this chapter is to describe the procedures used to investigate the 
development of identity in an undergraduate student as it is reflected in the attainment 
of tasks associated with academic autonomy and establishing and clarifying purpose 
(known in this study as career maturity) and its relationship to sex-role identification, 
gender, sex-appropriateness of major and choice of major. 
Subjects 
The target population consisted of male and female college seniors in male-
dominated and female-dominated majors. The accessible population were students 
attending Iowa State University. The colleges within Iowa State from which the students 
were sampled were Business and Engineering as male-dominated majors, and Education 
and Family and Consumer Sciences as female-dominated majors. 
Data describing the subjects of the study are presented in Table 1. As can be seen 
slightly more than 60% of the subjects were female and almost three-fourths (73.7%) 
were of traditional college age. The overwhelming majority were U.S. citizens (94.9%), 
and most participants were Caucasian-Americans (87.8%). The percentage of students 
who were U.S. citizens was (94.9%) of the subjects. The home country of other subjects 
(5.1%) were Africa, Canada, Mid-East, Far-East, South-East Asia, South Central 
America, and Eastern Europe. About 82% of the subjects in this study have never been 
married and 16% are currently married. 
All students were seniors enrolled in 400 level courses in their relative colleges which 
were designated as senior exit courses or field experience courses that had prerequisites 
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Table 1. Descriptive Statistics on Study 
Participants 
Descriptive n % 
Gender 
Male 153 38.6 
Female m  61.4 
Total 396 100.0 
Age 
19-23 258 73.7 
24-33 124 21.0 
34-46 J 4  J 3  
Total 396 100.0 
Marital Status 
Never married 322 82.1 
No longer married 7 1.8 
Married J M  
Total 392 100.0 
Citizenship 
U.S. 370 94.9 
Other 20 J A  
Total 390 100.0 
Race 
Caucasian-Amer. 343 87.8 
African-Amer. 13 3.3 
Asian-Amer. 5 1.3 
Hispanic-Amer. 6 1.5 
Non-Amer. _24 6.1 
Total 391 100.0 
Country of Origin 
United States 370 94.9 
Canada 2 .5 
Africa 1 .3 
S. Cent. Amer. 1 .3 
Mideast 2 .5 
Fareast 6 1.5 
S. East 7 1.8 
East Europe 
Total 390 100.0 
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that required at least three years of previous experience. No socioeconomic information 
was requested, nor was hometown information requested, nor was information regarding 
their living arrangements (on-campus or off-campus) speciOcally requested. 
Instrumentation 
The two instruments used in this study were: (a) the Student Developmental Task 
and Lifestyle Inventory (SDTLI) Revised Second Edition (Winston & Miller, 1987) and 
(b) the BEM Sex Role Inventory (Bern, 1981). 
Student Developmental Ta»k faventory 
The Student Developmental Task Inventory is an assessment instrument based on 
the research and theory of Chickering (1969). It measures the resolution of the 
developmental tasks associated with young adult college students between 17 and 23 
years of age. The Student Developmental Task Inventory deals with normal behavior 
and is based on psychosocial developmental theory that assumes that growth is 
continuous and cumulative. Many of the items in the inventory are based on a middle-
class value system. Students who do not have middle-class values tend to score lower on 
the instrument. 
The Student Developmental Task Inventory is composed of three main 
developmental tasks: Establishing and Clarifying Purpose Tasks, Developing Mature 
Interpersonal Relationships Task, and the Academic Autonomy Task. The first task is 
defined by five subtasks: Educational Involvement, Career Planning, Lifestyle Planning, 
Life Management, and Cultural Participation. The second task is defined by three 
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subtasks: Peer Relationships, Tolerance, and Emotional Autonomy. The third task, 
Academic Autonomy, has no subtask. 
There are also three scales: Salubrious Lifestyle, Intimacy, and Response Bias. The 
Mature Interpersonal Relationship task and the first two scales are not a part of this 
research. The items from the third scale are integrated throughout the instrument. 
Those items check the bias response of the students' answers. Two of those items are 
included in the inventory on the Establishing and Clarifying Purpose task. 
Mastery of each subtask reflects achievement of its basic task. There are five 
subtasks that combine to create an overall Establishing and Clarifying Purpose score. A 
total of 78 items are presented in this section with two items including the bias check. 
There are 10 items in the Academic Autonomy task with no bias check items in this 
section. Each statement describes behavior or reports feelings representative of a level 
of development within the specific subtask. Students respond to each statement by 
determining whether it is basically an accurate description (true) or an inaccurate 
description (false) of them, and on some items they indicate no decision. 
Scoring is accomplished by counting the number of acceptable responses on each 
subtask or scale area. Within each section, task scores are then summed to achieve total 
purpose and academic autonomy scores. For the purpose of this study, the scores of the 
two are combined to create a new score called Career Maturity. 
According to the manual (Winston & Miller, 1987), the primary purpose of the 
Student Developmental Task and Lifestyle Inventory is for students to assess their own 
level of personal development so they can plan and assume responsibilities for their own 
intentional development. However, this instrument has utility as a research tool as well. 
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A brief defînition and description of each task and subtask follows. A 
"...developmental task is defîned as an interrelated set of behaviors and attitudes which 
the culture specifies should be exhibited at approximately the same time by a given 
cohort in a designated context. ...A 'subtask' is a more specifîc component or part of a 
larger developmental task A 'scale' in the SDTLI is the measure of the degree to 
which students report possessing certain behavioral characteristics, attitudes, or feelings, 
but unlike a developmental task, may not be directly affected by participation in the 
higher education environment" (Winston, et al., 1987, p.8). 
Task 1: Establishing and Clarifying Purpose. Students who have higher achievement 
on this task (a) have well defined and thoroughly explored educational goals and plans 
and are active, self directed learners; (b) have synthesized knowledge about themselves 
and the world of work and have appropriate career plans, both making an emotional 
commitment and taking steps now to allow realization of career goals; (c) have 
established a personal direction in their lives and made plans for their futures that take 
into account personal, ethical, and religious values, future family plans, and vocational 
and educational objectives; (d) exhibited a wide range of cultural interest and are active 
participants in traditional cultural events and (e) structure their lives and manipulate 
their environment in ways that allow them to satisfy daily needs, meet personal 
responsibilities, manage personal finances appropriately and satisfactorily meet academic 
demands. 
Subtask 1: Educational Involvement. Students who have mastered this subtask have 
well defined educational goals and plans, are knowledgeable about available resources, 
and are actively involved in the academic life of the college. For example: 
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I am familiar with three or more college majors and their requirements in terms of 
required courses and their accompanying academic skills. 
I have taken the initiative to set up conferences with an academic advisor within the 
past twelve months. 
I have decided whether or not I will seek admission to a graduate or professional 
school. 
Subtask 2: Career Planning. Students who have achieved this subtask have 
synthesized knowledge about themselves and the world of work into a rational order 
which enables them to make a commitment to a chosen career field and formulate 
specific vocational plans. For example: 
I know where to find information about the prospects for employment in any 
occupational field. 
In the past year I have discussed my career goals with at least two professionals in 
the field that interests me most. 
I am acquainted with three or more persons who are actively involved in the kind of 
work I visualize for myself in the future. 
I have yet to decide on a postcollege occupational area. 
Subtask 3: Lifestyle Planning. Students who have mastered this subtask are self 
aware, can objectively analyze their own behaviors, attitudes, and beliefs, and exhibit the 
capacity to follow through on personal plans and commitments. For example: 
I have identified the steps that are necessary for me to take now in order to have 
the kind of life I want five years after college. 
I have made a decisions about the number of children (including none) I plan to 
have. 
I can state clearly my plan for achieving the goals I have established for the next ten 
years. 
Subtask 4: Life Management. Students who have mastered this subtask are able to 
structure their lives and to manipulate the environment in ways that allow them to satisfy 
daily needs and meet responsibilities without extensive direction or support from others. 
For example: I keep accurate records of the money I spend, I manage my spending 
money well, I have successfully completed an extended trip on my own. 
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Subtask 5: Cultural Participation. Students who have mastered this subtask are 
actively involved in a wide variety of activities, including traditional cultural events. For 
example: 
I make time in my schedule for my hobbies. 
I have no hobbies. 
In my leisure time I regularly read novels or magazines. 
Over the past year I have participated in cultural activities on a regular basis 
(several times a month). 
Task 2: Academic Autonomv. Students who have accomplished this task have the 
capacity to deal well with ambiguity and monitor and control their behavior in ways that 
allow them to attain personal goals and fulfill responsibilities. High scorers devise and 
execute effective study plans and schedules; perform academically at levels with which 
they are satisfied and consistent with their abilities; are self disciplined; and require 
minimal amounts of direction from others (Winston & Miller, 1987). For example: 
I have a difficult time in courses when the instructor doesn't regularly check up on 
completion of assignments. 
Within the past month at school or work, another person and I solved an important 
mutual problem. 
My study time often seems rushed because I fail to estimate realistically the amount 
of time required. 
Reliability. Winston & Miller reported that two different methods of reliability 
estimation were used in order to account for different sources of error. Test-Retest 
reliability provided an estimation of the stability of the instrument over time. As 
reported in their manual, the SDTLI was administered to two groups of undergraduates: 
students enrolled in an introductory class in education (n=27) at a large, public, 
southeastern university and in an introductory psychology class (n=42) in a small, public 
college in the southeast. 
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Without any intervening practice or instructions, student in the education class again 
completed the inventoiy four weeks later; students in the psychology class completed the 
inventory a second time two weeks later. All tasks, subtasks, and scale scores were 
correlated using Pearson product moment correlations. 
The total inventory had a test-retest correlation that clustered around .80 (the lowest 
being .70 and the highest being .88 for the four-week correlations and .74 and .89 for the 
two week correlation). All the test-retest correlations were statistically significant at 
p<.01 level. According to the manual, the Student Developmental Task and Lifestyle 
Inventoiy has relatively high temporal stability, results will not vary greatly over short 
periods of time for individuals completing the inventory. It is quite adequate for group 
data. Task reliability estimates for four week and two week results were; Autonomy .79 
and .80; and Establishing and Clarifying Purpose .85 and .87. Reliabilities of subtasks 
under Establishing and Clarifying Purpose scores ranged from .76 to .88 (four weeks) and 
.80 to .89 (two weeks). 
Internal consistency reliability was estimated using Cronbach's coefficient alpha and 
inter-item and item-total correlation procedures. The Student Developmental Task and 
Lifestyle Inventoiy was administered to 1200 undergraduate college students ranging in 
age from 17 to 24 at twenty-two colleges in the United States and Canada. The task 
coeffîcient for Autonomy was .70 and for Establishing and Clarifying Purpose was .90. 
The subtask coefficients were considerably lower: from .45 for Cultural Participation to 
.80 for Career Planning. 
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Validity. The Establishing and Clarifying Purpose task was found to be related to 
varying degrees with instruments which were thought to be conceptually related to it, 
such as the Study Habits Scale (r=.29, p<.01, n=130); Career Planning Scale (r=.70, 
p>.01, n=109); and the Career Exploration Scale (r=.49, p<.01, n=109). It was also 
correlated with selected scales from the Omnibus Personality Inventory. 
Bern Sea-Role Liventoiy 
The Bern Inventory is an instrument designed to be used in empirical research on 
psychological androgyny. It contains sixty personality characteristics. These characteristics 
are considered socially desirable in American society for the designated sexes of males 
and females. Twenty of the characteristics are stereotypically feminine and twenty are 
stereotypically masculine. The inventory also contains 20 filler items. This instrument 
does not have an automatic built in inverse for masculine and feminine as previous 
inventories do. It treats masculinity and femininity as if they are two independent 
dimensions rather than at either end of a single dimension. 
The inventory is based on a conception of the traditionally sex-typed person as 
someone who is highly attuned to cultural definitions as the ideal standard against which 
her or his own behavior is to be evaluated. 
Subjects respond through self-rating using a seven-point scale. The scoring of the 
instrument is done by summing the raw score of the 20 indicated approved items 
designated as masculine and the items designated as feminine. The items are then 
averaged to provide a separate masculine and feminine score for each subject. Each 
subject is then determined to be high or low on both the masculine and the feminine 
dimensions using the Median Split Method. Subjects are then classiHed as into one of 
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four classifications as follows: (a) masculine-identified subjects who scored above the 
median on the masculine items and below the median on the feminine items, (b) 
feminine-identified subjects who scored above the median on the feminine items and 
below the median on the masculine items, (c) androgynous group subjects who scored 
above the median on both the masculine and feminine items, (d) undifferentiated group 
subjects who scored below the median on both the masculine and feminine items. The 
median for the masculine items was 4.95 and for the feminine items was 4.90. Examples 
of masculine items are: Defend my own beliefs. Independent, Assertive. Examples of 
feminine items are: Affectionate, Sympathetic, Sensitive to needs of others. Examples 
of filler items are: Conscientious, Moody, Reliable. 
Reliabilitv. According to the manual (Winston & Miller, 1987), reliability analyses 
were performed on two samples of subjects, both consisting of undergraduate students in 
Introductory Psychology at Stanford University. The first sample included 279 females 
and 444 males in 1973; the second included 340 females and 476 males in 1978. 
The internal consistency was estimated by computing the coefficient alpha separately 
for males and females in both samples for the Femininity score, the Masculinity score, 
and the Femininity-minus-Masculinity Difference score. All three scores proved to be 
highly reliable and ranged from .75 to .78 for femininity for males and females in 1973 
and 1978, .86 to .87 for males and females for masculinity in 1973 and 1978, .78 to .84 
for males and females on the difference score for 1973 and 1978. The relationship 
between femininity and masculinity is logically independent and empirically independent 
as well. 
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In 1973, the test was administered for a second time to 28 males and females at 
Stanford. The second administration took place approximately four weeks later. Product 
moment correlations were computed between the first and second administrations. All 
scores proved to be highly reliable with the lowest test-retest reliability of .76 occurring 
for males on the masculinity scale. The highest reliability was .94 for females on the 
masculinity scale. 
Validity. The Marlowe-Crowne Social Desirability Scale was administered to the 
twenty-eight male and female students in 1973. Correlations ranged from -.15 to .21 for 
masculine, feminine, and difference scores for males and females. The correlations are 
quite low, indicating empirically that the Bern test is not measuring a general tendency to 
describe oneself in a socially desirable manner. What is perceived as the socially 
desirable response on the Bern is itself a function of an individual's sex role. 
Bern (1981) tells us additional support for the validity of the BEM Sex-Role 
Inventory is provided by a series of studies on instrumental and expressive functioning. 
In these studies, only androgynous individuals consistently displayed high levels of 
behavior in both domains, whereas nonandrogynous individuals were frequently low in 
one or the other of the two domains. 
Procedures 
Permission for pursuing this research was obtained from the Iowa State University 
Human Subjects Review Committee and was approved prior to the administration of this 
project. 
Prior to test administration the designers of the instruments were contacted to obtain 
permission to utilize the instruments and to reprint them into booklet form. The booklet 
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allowed for additional demographic information to be presented and enabled the 
students to respond using two standard scantron answer sheets. 
In order to identify classes in which the instruments could be completed by 
participants, letters were sent to the Deans of the College of Education, Family 
Consumer Sciences, Business, and Engineering. Follow-up meetings were held with their 
appropriate designates with some presentations being made to individuals and some to 
groups. Finally classes were selected by the representatives of the Deans. The 
researcher contacted speciHc professors to arrange scheduling. Administration of tests in 
classrooms took place during the week immediately preceding Spring Break (Feb. 23rd) 
and during the three weeks immediately following the break (Mar. 15 to April 1). 
The agreed format permitted the researcher to enter the class, make a brief 
presentation, request volunteers to participate in the study, distribute the booklets and 
forms, and then to remain in the classroom setting to receive the completed forms. Only 
a few students did not volunteer to participate under these conditions. Administration of 
the instruments under this procedure were: Feb. 23; Mar. 15; Mar. 23; Mar. 25; Mar. 
29th; and April 1. 
Three deviations from this format occurred. First, an initial administration of the 
instrument was given to 13 members of the Society of Women Engineers and the 
Engineering Council Club during one of their meetings on Feb. 25,1993. Second, in one 
Family and Consumer Science Class, the booklets were left during one class period and 
the researcher returned on the next class period to collect the booklets and answer 
sheets. A total of three visits were made to this class. Administration of the instruments 
under this procedure were on Mar. 2, 3, 4th. 
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A third deviation was made for those males who were student teaching in the 
secondary education area and who were currently in the fîeld. Phone calls were made to 
ask for their participation in the study. This was followed by letters with the booklets 
and answer sheets being mailed with return envelopes to the students. Twenty-eight 
packets were mailed and 19 were returned with 17 being useable. Administration of the 
instruments under this procedure was initiated April 5 and ended April 17th. 
In all cases, the subjects were told that they were selected because they were seniors, 
that the underlying premise of this research project had been presented to their college 
dean as well as their professor, and that the study had been deemed to be a valuable 
research project. A limited amount of information was presented on the concepts of 
career maturity and gender differences. The subjects were then asked to read the cover 
letter of the booklet and to complete the human subjects form before beginning the 
instrument. The subjects were told to complete the booklet being sure to Oil out the 
green sheet first as it related to Part I of the instrument and the blue sheet second as it 
related to Part II of the instrument. They used a number two pencil and they were 
asked to not leave any spaces blank on the answer sheet. Each respondent was given 
adequate time to complete the instrument in its entirety. 
The administrator of the instrument in all cases was the researcher of this 
dissertation. The researcher is female, African-American, early 40's, and trained in 
quantitative research techniques. 
Part I requested the demographic information and responses to the Bem, with Part 
II requesting responses to the SDTLI. The subjects were not debriefed after the sessions 
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although they were asked to provide contact information for receiving the summarized 
results when the study was complete. 
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IV. RESULTS 
This chapter presents the results of the statistical analyses used to test the 
hypotheses of the current study. The purpose of the study is to examine factors 
contributing to the establishment of identity and its relationship to the development of 
career maturity as it relates to the gender, sex-role identification, sex-appropriateness of 
major, and choice of major. The analyses discussed in this study were performed by 
SPSS Data Analysis System, Release 4.0. The level of significance for all procedures was 
set at .05. 
General Descriptives 
In Tables 2 through 7 frequency distributions for choice of major, sex-role 
identification, plans for graduate school, the decision about academic major, changes in 
major, as well as mean distribution information on factors in career maturity are 
presented. 
Choice of major is described in Table 2 As can be seen in the column percentage, 
most males are in male-dominated majors (67.3%) and most females are in female-
dominated majors (72.4%). In addition, in the row percentage, most students in the 
male-dominated majors are male (60.6%) and most students in the female-dominated 
majors are female (77.9%). 
In terms of sex-role identiGcation Table 3 shows that males (column percentage) are 
mostly masculine identifîed (44.4%) while females are almost evenly identified as 
androgynous (33.8%) and feminine-identified (35.8%). On the row percentages we see 
that androgynous individuals are primarily female (72.6%), masculine-identified 
individuals are primarily males (71.6%), feminine-identified individuals are primarily 
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Table 2. Choice of Major by Gender 
Males Females Total 
Choice of 
Major 
N Col 
% 
Row 
% 
N Col% Row 
% 
N Col 
% 
Row 
% 
Male-
dominated 
103 67.3 60.6 67 27.6 39.4 170 42.9 100.0 
Female-
dominated 
50 32.7 22.1 176 72.4 77.9 226 57.1 100.0 
Total 153 100.0 38.6 243 100.0 61.4 396 100.0 
(1) = 60.54, B < .0001. 
Table 3. Sex-Role Identification Categories by Gender 
Males Females Total 
Sex-Role 
Identifi­
cation 
N Col 
% 
Row 
% 
N Col% Row 
% 
N Col 
% 
Row 
% 
Androgynous 31 20.3 27.4 82 33.8 72.6 113 28.5 100.0 
Masculine-
Identified 
68 44.4 71.6 27 11.1 28.4 95 24.0 100.0 
Feminine-
Identified 
14 9.2 13.9 87 35.8 86.1 101 25.5 100.0 
Undifferen­
tiated 
40 26.1 46.0 47 19.3 54.0 87 22.0 100.0 
Total 153 100.0 38.6 243 100.0 61.4 396 100.0 
%2(3) = 77.59, E< .0001. 
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females (35.8%), and undifferentiated individuals are evenly represented by males (46%) 
and females (54%). 
Table 4 shows mean and standard deviation scores for the dependent variables by 
gender. On the task of Academic Autonomy the maximum score that could be achieved 
was a 10. The males had a mean score of 5.92 and the females had a mean of 6.47 with 
the total mean being 6.26. The maximum score that could be achieved on the task 
Establishing and Clarifying Purpose was 66. The males had a mean score of 42.25 and 
the females had a score of 45.55 with the total average score being 44.27. On the 
compound variable of Career Maturity the maximum score that could be achieved was 
76. The males had a mean of 48.16 and the females had a mean of 52.02 with the total 
mean being 50.53. 
On plans for graduate school (Table S) 64.7% of the males plan to pursue graduate 
school and 72.4% of the females plan to pursue graduate school. The total students 
interested were 69.4%. Of those not going to graduate school, 44.2% were males and 
55.8% were females. The one undecided student was a male. 
The point at which students make commitments to a major vary from the freshmen 
year in high school to the sophomore or junior year of college. In Table 6 about half of 
the males (50.6%) and females (48.2%) decided their choice of major during the 
sophomore or junior year of college. Table 7 shows that slightly less than half of the 
males (49.6%) and females (46.6%) have never changed their choice of major. This 
represents a very stable commitment to a major. 
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Table 4. Means and Standard Deviations of Dependent Variables by Gender 
Dependent 
Variable 
Male* Female'" Total® 
Academic 
Autonomy" 
M 
SB 
5.92 
2.60 
6.47 
2.63 
6.26 
2.63 
Establishing and 
Clarifying Purpose® 
M 
S D  
42.25 
11.06 
45.55 
8.98 
44.27 
9.96 
Career Maturity' 
M 
SD 
48.16 
12.06 
52.02 
9.98 
50.53 
10.98 
•n = 153 
bn = 243 
®n = 396 
"•possible range = 0 to 10 
'possible range = 7 to 66 
'possible range = 10 to 76 
Table 5. Plans for Graduate School by Gender 
Males Females Total 
Plans N Col Row N Col Row N Col Row 
% % % % % % 
Yes 99 64.7 36.0 176 72.4 64.0 275 69.4 100.0 
No 53 34.6 44.2 67 27.6 55.8 120 30.3 100.0 
Undecided 1 .7 100.0 0 0 0 1 .3 100.0 
Total 153 100.0 38.6 243 100.0 61.4 396 100.0 
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Table 6. Year in School when Academic Major was Decided 
Males Females Total 
Decided 
Major 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
Soph.-Jun. 
Yr. College 
77 50.6 39.9 116 48.2 60.1 193 49.1 100.0 
Freshmen 
Yr. College 
46 30.3 49.5 47 19.5 50.5 93 23.7 100.0 
Senior High 
School 
22 14.5 35.5 40 16.6 64.5 62 15.8 100.0 
Soph.-Jun. 
Yr. H.S. 
6 3.9 21.4 22 9.1 78.6 28 7.1 100.0 
Freshmen 
Yr. H.S. 
1 .7 5.9 16 6.6 94.1 17 4.3 100.0 
Total 152 100.0 38.7 241 100.0 61.3 393 100.0 
'Missing observations = 3 
Table 7. Number of Times Student Changed Major 
Males Females Total 
Changed 
Major 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
Never 
changed 
76 49.6 40.2 113 46.6 59.8 189 47.8 100.0 
Changed 
once 
57 37.3 41.6 80 33.1 58.4 137 34.7 100.0 
Changed 
twice 
17 11.1 32.1 36 14.9 67.9 53 13.4 100.0 
Changed 
three or 
more times 
3 2.0 18.8 13 5.4 81.2 16 4.1 100.0 
Total 153 100.0 38.7 242 100.0 61.3 395 100.0 
'Missing observations = 1 
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Hypotheses 
1. Males and females are equally represented in male-dominated and female-dominated 
majors. 
As shown in Table 2 (column total percentages) 42.9% of the subjects are in the 
male-dominated major while 57.1% of the subjects are in the female-dominated major. 
Specifically 67.3% of males are in male-dominated majors whereas 72.4% of the females 
are in female-dominated majors. The null was rejected. Therefore the initial prediction 
that males and females would not be equally represented in the male-dominated and 
female-dominated majors was supported. Students tend to cluster in majors that are sex-
appropriate for them. 
2. The femininity scores of females in female-dominated majors are not different from 
the femininity scores of females in male-dominated majors. 
Table 8 presents the means for females in sex-appropriate and sex-inappropriate 
majors. It can be seen that females in sex-appropriate majors have higher femininity 
scores than females in sex-inappropriate majors. The null hypothesis is rejected and the 
initial prediction of higher femininity scores in females in female-dominated majors was 
supported. 
3. Hie masculinity scores of males in male-dominated majors are not different from the 
masculinity scores of males in female-dominated majors. 
Table 8 presents the means for males in sex-appropriate and sex-inappropriate 
majors. It can be seen that there is no difference in masculinity scores in relation to 
appropriateness of major. The null hypotheses was not rejected and the initial predic­
tion of higher masculinity scores for males in male-dominated majors was not supported. 
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Table 8. T-Tests of Femininity Scores of Females and Masculinity Scores of 
Males by Type of Major 
Female-Dominated Male-Dominated t-
value 
2-tail 
probability 
Scores N M SD N M SD 
Femininity 
score* 
176 105.40 10.32 67 99.19 10.90 4.13 .000** 
Masculinity 
score"* 
50 105.34 13.64 103 105.47 12.35 .06 .954** 
'females only, df = 241 
''males only, df = 151 
*»tt B < .001 
4. Senion will be equally represented in the four sex-role identity categories. 
As shown in Table 9 the Chi-square was not statistically significant. Therefore the 
null was not rejected and the initial prediction that subjects would be classifîed in only 
the fîrst three sex-role identification categories was not supported. 
5. The distribution across the sex-role identity categories will not be different for those 
in female-dominated versus male-dominated majors. 
As shown in Table 10 the analysis of sex-role identities and choice of major shows the 
proportion of students in the four categories. It can be seen that the two categories with 
the most subjects in the male-dominated majors are (39.4%) masculine-identified 
and the undifferentiated (25.3%) category. In the female-dominated majors the two 
categories with the most subjects are (34.1%) androgynous and (34.1%) feminine-
identiOed. The Chi-square was statistically significant, therefore the null was rejected. 
The initial prediction that subjects would differ in the sex-identified categories was 
65 
Table 9. Chi-Square for Sex-Role Identification Categories 
Chi-Square 
Sex-role Identification 
Categories 
Observed Expected 
Androgynous 113 99 
Masculine-Identifîed 95 99 
Feminine-Identified 101 99 
Undifferentiated 87 99 
Total 396 99 
%2(3) = 3.6362, B > .05. 
demonstrated. However, the prediction that those in the male-dominated major would 
be androgynous and masculine-identified was not substantiated by the results. 
Hypotheses 6 through 10 were examined in two sets of analysis of variance and a 
post hoc test. The first set examined variability in Academic Autonomy, Establishing and 
Clarifying Purpose, and Career Maturity in terms of the variables of gender (male, 
female), sex-role identification (androgynous, masculine-identified, feminine-identiHed, 
and undifferentiated), and choice of major (male-dominated, female-dominated). 
The second set examined variability in Academic Autonomy, Establishing and Clarify­
ing Purpose, and Career Maturity in terms of the variables of gender (male, female), sex-
role identification (androgynous, masculine-identified, feminine-identified, and undifferen­
tiated), and appropriateness of major (sex-appropriate, sex-inappropriate). The six 
ANOVA tables are presented in Tables 11 through 16. 
66 
Table 10. Sex-Role Identification Categories by Choice of Major 
Male dominated Female-dominated Total 
Sex-Role 
Identification 
Categories 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
Androgynous 36 21.2 31.9 77 34.1 68.1 113 28.5 100.0 
Masculine-
Identified 
67 39.4 70.5 28 12.4 29.5 95 24.0 100.0 
Feminine-
Identified 
24 14.1 23.8 77 34.1 76.2 101 25.5 100.0 
Undifferen­
tiated 
43 25.3 49.4 44 19.4 50.6 87 22.0 100.0 
Total 170 100.0 42.9 226 100.0 57.1 396 100.0 
XK3) = 51.85, B < .00001. 
A Post Hoc test presented in Appendix A7 was used to find out which sex-
identification groups differed on the dependent variables of Academic Autonomy, 
Establishing and Clarifying Purpose, and Career Maturity. The Scheffe method of 
comparison was used. This is a conservative test that performs linear combinations of 
coefficients and means through a contrast method and which uses the F distribution but 
changes the critical value by using the F from the ANOVA and multiplying it by the 
factor of (K-1), where K is the number of groups. 
6. Academic Autonomy, Purpose, and Career Maturity will not vaiy by gender. 
Tables 11 and 14 show that, when examining Academic Autonomy, the main effect of 
gender was significant, and the null was rejected. Table A1 in the appendix shows the 
female mean scores were higher (6.25) than the male mean scores (5.92). Therefore 
there was a difference between males and females on Academic Autonomy. Although 
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the null was rejected, it resulted in scores that were in the opposite direction from what 
was originally predicted. 
Tablet 12 and IS show that the main effect of gender on Establishing and Clarifying 
Purpose was signifîcant and the null was rejected. This supports the initial prediction 
that there would be a difference between the males and the females in the level of their 
Establishing and Clarifying Purpose scores. Table A2 in the appendix shows the female 
mean scores were 45.55 and the male mean scores were 42.25. However, the direction 
of the outcome was opposite of the original prediction. 
Tables 13 and 16 show that, when examining the Career Maturity variable, the main 
effect of gender was significant and the null was rejected. Therefore, the difference 
between males and females remained consistent on the dependent variables of Career 
Maturity. This supports the initial prediction. Table A3 in the appendix shows the 
female mean scores were 52.02 and the male mean scores were 48.16. However, the 
direction of the outcome was opposite of the original prediction. 
7. Academic Autonomy, Purpose, and Career Maturity do not vary by sex-role identity. 
Tables 11 and 14 show that, for the variable Academic Autonomy, the sex-identifica­
tion main effect was statistically significant, indicating that at least two means are not 
equal. The post hoc analysis (Table A7) revealed a significant difference between the 
masculine-identified (M=6.84) and the undifferentiated (M=5.51) groups. 
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Table 11. Analysis of Variance Source Table: Academic Autonomy by Choice of 
Major, Sex-Role IdentiHcation, and Gender 
Source of Variation Sum of df Mean F Sig of F 
Squares Square 
Main Effects 143.845 5 28.769 4.298 .001 
Choice of Major 1.244 1 1.244 .186 .667 
Sex-Role Identity 108.677 3 36.226 5.412 .001 
Gender 57.688 1 57.688 8.618 .004 
2-Way Interactions 15.814 7 2.259 .337 .937 
Choice of Major by Sex-Role 7.857 3 2.619 .391 .759 
Choice of Major by Gender 5.459 1 5,459 .816 .367 
Sex-Role Identity by Gender .199 3 .066 .010 .999 
3-Way Interactions 
Choice of Major by Sex-Role 24.427 3 8.142 1.216 .303 
Identity by Gender 24.427 3 8.142 1.216 .303 
Explained 184.086 15 12.272 1.833 .029 
Residual 2543.641 380 6.694 
Total 2727.727 395 6.906 
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Table 12. Analysis of Variance Source Table: Establishing and Clarifying Purpose by 
Choice of Major, Sex-Role Identification, and Gender 
Source of Variation Sum of 
Squares 
df Mean 
Square 
F Sig 
of F 
Main Effects 5515.802 5 1103.160 12.726 .000 
Choice of Major 514.627 1 514.627 5.937 .015 
Sex-Role Identity 4039.614 3 1346.538 15.534 .000 
Gender 645.159 1 645.159 7.443 .007 
2-Way Interactions 590.141 7 84.306 .973 .451 
Choice of Major by Sex-Role 49.105 3 16.368 .189 .904 
Identity 
Choice of Major by Gender 248.745 1 248.745 2.870 .091 
Sex-Role Identity by Gender 163.393 3 54.464 .628 .597 
3-Way Interactions 
Choice of Major by Sex-Role 98.912 3 32.971 .380 .767 
Identity by Gender 98.912 3 32.971 .380 .767 
Explained 6204.855 15 413.657 4.772 .000 
Residual 32939.691 380 86.683 
Total 39144.545 395 99.100 
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Table 13. Analysis of Variance Source Table: Career Maturity by Choice of Major 
by Sex-Role Identification and Gender 
Source of Variation Sum of df Mean F Sig 
Squares Square of F 
Main Effects 6818.798 5 1363.760 12.985 .000 
Choice of Major 465.272 1 465.272 4.430 .036 
Sex-Role Identity 5065.318 3 1688.439 16.076 .000 
Gender 1088.686 1 1088.686 10.366 .001 
2-Way Interactions 700.486 7 100.069 .953 .466 
Choice of Major by Sex-Role 84.595 3 28,198 .268 .848 
Choice of Major by Gender 327.901 1 327,901 3.122 .078 
Sex-Role Identity by Gender 153.089 3 51.030 .486 .692 
3-Way Interactions 
Choice of Major by Sex-Role 168.682 3 56.227 ,535 .658 
Identity by Gender 168.682 3 56.227 .535 .658 
Explained 7687.966 15 512.531 4.880 .000 
Residual 39910.671 380 105.028 
Total 47598.636 395 120.503 
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Table 14. Analysis of Variance Source Table: Academic Autonomy by Sex-Appro­
priateness of Major by Sex-Role Identification and Gender 
Source of Variation Sum of 
Squares 
df Mean 
Square 
F Sig 
of F 
Main Effects 149.674 5 29.935 4.472 .001 
Appropriateness of Major 7.073 1 7.073 1.057 .305 
Sex-Role Identity 113.091 3 37.697 5.632 .001 
Gender 58.536 1 58.536 8.745 .003 
2-Way Interactions 26.685 7 3.812 .569 .781 
Appropriateness by Sex-Role 24.556 3 8.185 1.223 .301 
Appropriateness by Gender 2.148 1 2.148 .321 .571 
Sex-Role Identity by Gender 1.833 3 .611 .091 .965 
3-Way Interactions 
Appropriateness by Sex-Role 7.727 3 2.576 .385 .764 
Identity by Gender 7.727 3 2.576 .385 .764 
Explained 184.086 15 12.272 1.833 .029 
Residual 2543.641 380 6.694 
Total 2727.727 395 6.906 
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Table IS. Analysis of Variance Source Table: Establishing and Clarifying Purpose by 
Sex-Appropriateness of Major by Sex-Role Identification and Gender 
Source of Variation Sum of 
Squares 
df Mean 
Square 
F Sig 
of F 
Main Effects 5239.916 5 1047.983 12.090 .000 
Appropriateness of Major 238.741 1 238.741 2.754 .098 
Sex-Role Identity 3959.094 3 1319.698 15.224 .000 
Gender 1112.992 1 1112.992 12.840 .000 
2-Way Interactions 894.762 7 127.823 1.475 .175 
Appropriateness by Sex-Role 77.840 3 25.947 .299 .826 
Appropriateness by Gender 473.831 1 473.831 5.466 .020 
Sex-Role Identity by Gender 171.780 3 57.260 .661 .577 
3-Way Interactions 
Appropriateness by Sex-Role 70.177 3 23.392 .270 .847 
Identify by Gender 70.177 3 23.392 .270 .847 
Explained 6204.855 15 413.657 4.772 .000 
Residual 32939.691 380 86.683 
Total 39144.545 395 99.100 
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Table 16. Analysis of Variance Source Table: Career Maturity by Sex-Appropriate­
ness of Major by Sex-Role IdentiHcation and Gender 
Source of Variation Sum of df Mean F Sig 
Squares Square of F 
Main Effects 6681.522 5 1336.304 12.723 .000 
Appropriateness of Major 327.997 1 327.997 3.123 .078 
Sex-Role Identity 4931.190 3 1643.730 15.650 .000 
Gender 1682.018 1 1682.018 16.015 .000 
2-Way Interactions 908.138 7 129.734 1.235 .282 
Appropriateness by Sex-Role 154.970 3 51.657 .492 .688 
Appropriateness by Gender 412.172 1 412.172 3.924 .048 
Sex-Role Identity by Gender 150.669 3 50.223 .478 .698 
3-Way Interactions 
Appropriateness by Sex-Role 98.306 3 32.769 .312 .817 
Identity by Gender 98.306 3 32.769 .312 .817 
Explained 7687.966 15 512.531 4.880 .000 
Residual 39910.671 380 105.028 
Total 47598.636 395 120.503 
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Tablet 12 and IS show that, for the variable Establishing and Clarifying Purpose, the 
main effect of sex-identification was signiOcant. The null was rejected indicating at least 
two means are not equal. A post hoc analysis (Table A?) revealed that the mean score 
for the androgynous group (M=48.76) was different from all three of the other groups, 
the masculine-identified (M=44.51), the feminine-identified (M=42.27), and the 
undifferentiated (M=40.S2). Also the masculine-identifîed (M=44.51) were different 
from the undifferentiated (M=40.S2). 
Tables 13 and 16 show that, for the variable of Career Maturity, the main effect of 
sex-identification was significant. The null was rejected, indicating at least two means are 
not equal. In Table A7 the groups that differ are the androgynous (M=55.18) from the 
feminine-identifîed (M=48.45) and from the undifferentiated (M=46.02). Also the 
masculine-identified (M=S1.35) differed from the undifferentiated (M=46.02). 
This supports the initial prediction that the identities would vary. However, the 
androgynous group was not always ranked in the highest position on the mean score and 
it was higher than all the other identities only on the variable of Establishing and 
Clarifying Purpose. 
8. Academic Autonomy, Establishing and CSarifying Purpose, and Career Maturity do 
not vary type of major. 
In Table 11 the results of Analysis of Variance for major on the dependent variable 
of Academic Autonomy are shown. The main effect of major was not significant and the 
null was not rejected. Students in male-dominated majors were not found to be different 
from students in female-dominated majors on the variable of Academic Autonomy. This 
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supports the original prediction that there would be no difference based on the type of 
major on the dependent variable of Academic Autonomy. 
In Table 12 the results of Analysis of Variance for major on the dependent variable 
of Establishing and Clarifying Purpose are shown. The main effect of major was 
significant and the null was rejected. Therefore, there was a difference between students 
in male dominated and female-dominated majors on the variable of Establishing and 
Clarifying Purpose. Table A2 in the appendix shows the means for the male-dominated 
majors were 42.41 and for the female-dominated majors were 45.67. This supports the 
initial prediction that there would be a difference between the two types of majors, 
however, the results were in the opposite direction of what was originally predicted. 
In Table 13 the results of Analysis of Variance for major on the dependent variable 
of Career Maturity are shown. The main effect of major was significant and the null was 
rejected. Therefore, there was a difference between students in male-dominated and 
female-dominated majors on the variable of Career Maturity. Table A3 in the appendix 
shows the means for the male-dominated majors were 48.68 and the means for the 
female-dominated majors were 51.92. This supports the initial prediction of one type of 
major having more maturity than another type of major, but this too was in the opposite 
direction of what was originally predicted. 
9. Academic Autonomy, Establishing and Clarifying Purpose, and Career Maturity do 
not vaiy Iqr sex-appropriateness of major. 
Table 14, the Analysis of Variance for sex-appropriateness of major on the depen­
dent variable of Academic Autonomy, shows the main effect of sex-appropriateness of 
major was not significant and the null was not rejected. Students in sex-appropriate 
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majors were not found to be different from students in sex-inappropriate majors on the 
variable of Academic Autonomy. This supports the original prediction that there would 
be no difference in Academic Autonomy. 
Table IS, the Analysis of Variance for sex-appropriate major on the dependent 
variable of Establishing and Clarifying Purpose, and Table 16, the Analysis of Variance 
for sex-appropriate major on the dependent variable of Career Maturity, shows the main 
effect of sex-appropriate major was not significant and the null was not rejected. There 
was no difference between students in sex-appropriate and inappropriate majors on the 
variable of Establishing and Clarifying Purpose or Career Maturity. 
10. There will be no interactions among the variables of gender, sex-role identity, choice 
of major, sex-appropriateness of major. 
It can be seen in Tables 11-13 that there were no significant interactions among 
gender, sex-role identification, and choice of major, on the dependents of Academic 
Autonomy, Establishing and Clarifying Purpose, and Career Maturity. Results in Tables 
14-16 show that there was only one significant interaction among gender, sex-role 
identification, and sex-appropriateness of major. 
This interaction was between the variables gender and sex-appropriateness of major 
on the dependents of Establishing and Clarifying Purpose and Career Maturity. Table 17 
shows the means and standard deviations for sex-appropriateness of major and gender. 
The females have higher mean scores (52.02) than the males (48.16) overall. Whereas 
the mean scores for the females in sex-appropriate and sex-inappropriate majors are 
similar the males in appropriate majors have lower mean scores (46.50) than the males 
in inappropriate majors (51.58) on the variable of Establishing and Clarifying Purpose. 
77 
Table 17. Means and Standard Deviations of Establishing and Clarifying Purpose 
and Career Maturity by Appropriateness of Major, and Gender 
Gender 
Major 
Sex-Appropriate Sex-Inappropriate Total 
Establishing and Clarifying Purpose 
Male 
M 46,50 51.58 48.16 
10.98 13.52 12.06 
Female 
M 52.02 52.01 52.02 
SD 9.90 10.23 9.98 
Total 
M 49.99 51.83 50.53 
SD 10.64 11.70 10.98 
Career Maturity 
Male 
M 40.60 45.64 42.25 
SD 10.27 11.94 11.06 
Female 
M 45.68 45.19 45.55 
SD 8.98 9.06 8.98 
Total 
M 43.81 45.39 44.27 
SD 9.77 10.35 9.96 
On the variable of Career Maturity the females have the higher mean score (45.55) 
than the males (42.25) overall. Also the males in appropriate majors have the lowest 
mean score (40.60), whereas the females in sex-appropriate (45.68) and sex-inappropri-
ate (45.19) and the males in sex-appropriate (45.64) have similar mean scores. 
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11. Aadiogjrnous students will be more interested in pursuing graduate education than 
any other sex-identified groups. 
Table 18 summarizes the analysis between interest in graduate school and sex-role 
identification. It can be seen that about 70.0% of the respondents overall are interested 
in graduate education and more than 60% of students in each group are interested. Of 
those who are interested, 31.3% are androgynous, 24% are masculine-identified, 24.0% 
are feminine-identified, and 20% are undifferentiated. 
The null was not rejected, therefore the initial prediction that androgynous students 
would be most interested in attending graduate school was not supported. 
12. Those in appropriate majors will be more interested in pursuing graduate education 
than those in inappropriate majors. 
Table 19 shows the analysis between interest in graduate school and appropriateness 
of major. As mentioned above, about 70.0% of the respondents overall in each type of 
major are interested in graduate education. 
The initial prediction that those in sex-appropriate majors would differ in their 
interest in going to graduate school was not supported. Those in the sex-appropriate 
majors are not more interested in graduate school than those in sex-inappropriate 
majors. Therefore the null hypotheses was not rejected. 
Summary 
From the analysis of these hypotheses it was found that students tended to cluster in 
majors that were sex-appropriate for them (Figure 5). Females in sex-appropriate 
majors had higher femininity scores than females in sex-inappropriate majors. However, 
the masculine scores of males did not differ by the choice of major (Figure 6). 
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Table 18. Plans for Graduate School by Sex-Role Identification Categories 
Plans for Graduate School 
Yes No Total 
Sex-Role 
Identification 
N Col 
% 
Row 
% 
N Col 
% 
Row 
% 
N» Col 
% 
Row 
% 
Androgynous 86 31.3 76.1 27 22.5 23.9 113 28.6 100.0 
Masculine-
Identified 
66 24.0 69.5 29 24.2 30.5 95 24.1 100.0 
Feminine-
Identified 
66 24.0 65.3 35 29.1 34.7 101 25.5 100.0 
Undifferen­
tiated 
57 20.7 66.3 29 24.2 33.7 86 21.8 100.0 
Total 275 100.0 69.6 120 100.0 30.4 395 100.0 
X^(3)=3.515, g > .05. 
'Missing information = 1 
Table 19. Plans for Graduate School by Sex-Appropriateness of Major 
Sex-Appropriate Sex-Inappropriate Total 
Changed N Col Row N Col Row N' Col Row 
Major % % % % % % 
Yes 191 68.7 69.5 84 71.8 30.5 275 69.6 100.0 
No 87 31.3 72.5 33 28.2 27.5 120 30.4 100.0 
Total 278 100.0 70.4 117 100.0 29.6 395 100.0 
%2(1)=.3717, B > .05. 
•Missing observations = 1 
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Seniors were evenly represented in the four sex-role identiOcation categories 
(Figures 7 and 8). The male-dominated major contained the masculine-identified and 
undifferentiated students, while the female-dominated major contained the androgynous 
and feminine-identified students (Figure 9). 
Differences between sex-role identified groups were found for all the dependent 
variables of Career Maturity (Table A7). The masculine-identified and the 
undifferentiated groups were different from each other on all three of the dependent 
variables. For Establishing and Clarifying Purpose the difference was found between the 
androgynous group and the undifferentiated, the feminine-identified, and the masculine-
identified groups. And on the Career Maturity variable the difference was between the 
androgynous and the undifferentiated and the feminine-identified (Figure 10). 
Students in male-dominated majors were not found to be different from students in 
female-dominated majors on Academic Autonomy. Students in female-dominated majors 
had higher means than those in male-dominated majors on Establishing and Clarifying 
Purpose (Figure 11). 
Females had higher means than the males overall on indicators of career maturity 
only, despite the fact that it had been predicted that males would have higher scores. 
Students in sex-appropriate majors did not differ overall from students in sex-
inappropriate majors on any career maturity variable (Figure 12). 
There was only one significant interaction between gender and sex-appropriateness 
of major. For Establishing and Clarifying Purpose the females had higher means than 
the males overall. The means for the females in sex-appropriate and sex-inappropriate 
majors and for males in sex-inappropriate majors were similar to each other. The males 
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in sex-appropriate majors had the lowest mean scores and showed the least evidence of 
Establishing and Clarifying purpose (Figure 12). 
Students in the four sex-role identity categories did not differ in their interest in 
going to graduate school, nor was there a difference based on sex-appropriate and sex-
inappropriate majors. 
82 
Percent 
100 
72.4% 
male-dominated female-dominated 
H males • females 
Figure 5. Choice of Major by Gender 
Males Females 
Masculinity Scores 
115 
105.47 105.34 
Sex-appropriate majors 
*Sex-)nappropriate ms^ors 
Femininity Scores 
115 
105.40 
•^Sex-appropriate majors 
1 Sex-inappropriate majors 
Figure 6. Femininity Scores and Masculinity Scores of Males and 
Females in Sex-Appropriate and Sex-Inappropriate Majors 
83 
Percent 
28.5% 
25.5% 
Androgynous Mascutlne-ldentlfled Feminine-Identified 
Total Percent = males & females combined 
Undifferentiated 
Figure 7. Distribution by Sex-role IdentiRcation Categories 
Percent 
44.4% 
35.8% 
33.8% 
26.1% 
20.3% 
11.1% 
Androgynous Masculine-Identified Feminine-Identified 
nnj] Males H Females 
Undifferentiated 
Figure 8. Sex-role Distribution by Gender 
84 
Percent 
50 
40 -
30 -
20 -
10 -
0 
39.4% 
34.1% 34.1% 
25.3% 
21.2% 
14.1% 12.4% 
Androgynous Maseullne-ldentiflad Feminine-Identified Undifferentiated 
m Male-dominated B Female-dominated 
Figure 9. Sex-role by Choice of Major 
Academic Autonomy 
O' 
m 
JLUL 
•M: 
EstaUiBhIng & Clarltying Purpose 
95 
90 
40 
9S 
Jiil 
JUL 
Career Maturity 
JUL 
//// //// // -/%/ 
Total = males & females combined 
Figure 10. Career Maturity by Sex-role Identification 
85 
Caratr Maturity Acadtmic Autonomy 
Hi male dominated 
• female-dominated 
Figure 11. Career Maturity by Choice of Major 
Aeadcmie 
Autonomy 
Ettabllihing and 
ClaiHying PurpoM 
Caritr Maturity 
H sex-appropriate major 
• sex-inappropriate major 
Figure 12. Career Maturity by Gender and Appropriateness of Major 
86 
V. DISCUSSION 
Puipose 
The purpose of this study was to examine factors which contribute to the 
establishment of identity ("Who am I?") and the relationship of identity to the 
development of career maturity ("What will I be?"). SpeciHcally, this study examines the 
development of identity in undergraduate students, as defined by Chickering (1969) 
where identity is reflected in students' attainment of personal goals and the ability to 
fulfill responsibilities in academic studies. In this study the combination of Academic 
Autonomy and Establishing and Clarifying Purpose was considered to measure Career 
Maturity. These variables are then related to gender, sex-role identification, choice of 
major, and sex-appropriateness of major among college women and men. 
In this study 396 senior students from engineering, business, education, and family 
and consumer science majors, who were planning to graduate at the end of the spring or 
summer semester of 1993 completed the following instruments: the BEM Sex Role 
Inventory and the Student Developmental Task and Lifestyle Inventory (SDTLI). Majors 
were selected to represent male-dominated fields such as engineering and business, 
which are sex-appropriate for men, and female-dominated fields such as education and 
family consumer science, which are sex-appropriate for women. 
Scores on the BEM were used to evaluate a students masculine/feminine 
identifîcation. In addition BEM scores were used to classify each student into one of 
four sex-role identified groups; androgynous, masculine-identified, feminine-identified, 
and undifferentiated. Two scores were computed from the SDTLI; Establishing and 
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Clarifying Purpose and Academic Autonomy. When combined, they reflect a score 
called Career Maturity for the purpose of this study. 
Relation of Data to Major Hypotheses 
It is assumed that identity develops differently in women than in men, that the 
college environment has a different impact upon the developmental stages of women 
than men, and that sex role identification is a factor in identity development. 
By exploring male and female students, who have chosen majors that are sex-
appropriate and sex-inappropriate for them, or view themselves stereotypically in terms 
of masculine and feminine qualities, this study provided information that responds to the 
research questions originally hypothesized. 
Sex-appropriateness and choice of major femlninity and masculinity level» 
The first prediction of this study was that more students would be found in sex-
appropriate majors than in sex-inappropriate majors. It was expected that the female 
students would be in the female-dominated majors (education and family and consumer 
sciences) and would be more feminine than the females in the male-dominated majors 
(business and engineering). It was also expected that there would be a difference in 
masculinity levels for the males depending on the sex-appropriateness of the major. 
It was found that students tended to cluster in majors that were sex-appropriate for 
them. Females in education and family and consumer sciences majors described 
themselves as more feminine than females in business and engineering majors. However, 
the sense of masculinity did not differ among the males by the sex-appropriateness of the 
major. In selecting a sex-appropriate major, Eccles (1987) found that women were 
underrepresented in male-dominated majors and that children in K-12 grades had not 
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changed their perceptions of male and female-dominated fields. At the time Eccles' was 
doing her research the subjects that participated in this career maturity study were in the 
4th grade. The results of this study, indicate that these students fît the pattern described 
by Eccles and are still entering fields that are sex-appropriate for them. 
Jagacinski (1987) noted that women students were more influenced by high school 
role models than by college role models in selecting a choice of major. Bridges and 
Bower (1985) found that women's perception of job availability for women in male-
dominated occupations influenced college women's attitudes in pursuing these 
occupations. Eccles (1987) noted that women who have lower expectations of 
themselves may be influenced to decide not to enter male-dominated fields. Therefore, 
the subjects of this study who are in sex-inappropriate majors warrant further exploration 
into what contributed to their selection of that major? Were they influenced by role 
models in high school? Do they have perceptions of job availability for them as women 
and men in non-traditional occupations? Did the women who decided not to pursue sex-
inappropriate majors do so because of lower expectations of themselves? Are these 
students in the sex-appropriate majors because they feel more comfortable with the 
faculty and academic support mechanisms found in their departments? Does the 
department environment reflect similar perceptions of sex-appropriateness? 
The subjects of this study appear to be influenced by societal stereotypes based not 
only on the proportion of males in male-dominated majors and females in female-
dominated majors, but also on the higher femininity scores of females in sex-appropriate 
as compared to sex inappropriate majors. 
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Block (1973) indicates that femininity is a restrictive factor and prohibits women 
from exploring sex-inappropriate options. Bem (1974) says femininity is not flexible and 
adaptable therefore women who select sex-inappropriate majors must reduce their levels 
of femininity. Falbo (1977) reports that feminine persons perform optimally in situations 
that demand feminine attributes and less well in situations that do not. Trigg and 
Perlman (1976) noted that if femininity is affiliative, then women in sex-inappropriate 
careers would have less affiliative needs. Fitzpatrick (1989) found that women who were 
researched in the 70's were more different from each other than those women who were 
researched in the 80's, and thus this researcher conjectures that women in the 90's are 
only slightly different from the women in the 80's. 
Regarding the masculinity levels in the males, Hyde et al., (1990) found that males 
stereotype mathematics as masculine more than females do. This suggests the possibility 
that males perceive whatever field they want to pursue as a masculine one. This would 
explain the higher masculinity scores of the males in this study who are in the female-
dominated majors. They may not vary in their perceptions of masculinity in order to 
pursue a sex-inappropriate major. 
It is interesting to note that the femininity levels of the females in education and 
family and consumer sciences majors are at the same level as the masculinity levels for 
all the males. Therefore, only the females who are in business and engineering majors 
are exhibiting any real difference from the others. In other words, they are the only 
group that scores away from the perceived norm. Jones et al., (1978) noted that 
masculine-identified females were more feminist, more heterosexually involved, and more 
popular with the opposite sex, sort of 'a one of the guys type'. Further exploration into 
90 
variance of femininity levels between women in sex-appropriate and sex-inappropriate 
majors needs to be studied. Is the variance between them narrowing over the years? 
Does this factor contribute to inhibiting women's ability to enter sex-inappropriate 
majors? 
Therefore, it appears that most of the subjects of this study view themselves in 
stereotypical role definitions for masculinity and femininity and pursue majors that are 
appropriate for these qualities. 
Researchers have explored background characteristics, such as influence of role 
models like parents and teachers (Trigg & Perlman, 1976), effect of peer relationships 
(Eccles, 1987), and the tension that exist in male/female mentoring relationships 
(Hackett, 1989). All seem to have some additional influence in the choice of major, but 
further study is needed. 
The results of this study have demonstrated that more work needs to be done in 
increasing awareness among students about career options, particularly among the 
women. Fitzpatrick (1989) notes that traditional vs. non-traditional majors is a 
dependent variable worth investigating in the creation of women's career development 
models. Therefore, not much has changed since this topic was first explored in the late 
60's. 
Dedaion about choice of major 
Suppositions about what year students make their decision regarding selection of a 
major were posed and exploration for differences based on gender were examined. It 
was found in this study that half the males and females decided their major during the 
sophomore-junior year of college, and slightly half did not change their decision of major 
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while in college. However twice the percentage of males as females did decide their 
major in their first year of college. 
In 1969 Constantinople noted that males peaked in Identity Diffusion (Stage five) in 
the first year of college and females peaked in the sophomore year of college. Because 
it is assumed that making an occupational choice for college students begins with 
selecting a major, and that this occurs during the Stage five time span, this study affirms 
that half the males and females decided their major during the sophomore-junior year of 
college and slightly half did not change their decision of major while in college. However 
twice as many males as females decided their major in their first year of college. 
Learning about this kind of information enables us to view the acts of 'crisis' and 
'commitment' being exercised in the students' lives, as first discussed by Marcia. 
Datributioii of »e»-role identity 
This study predicted that seniors, having completed the identity development process 
as developed by Chickering (1969), would be categorized into three sex-role identities, 
and that few undifferentiated students would be found. Also it was thought that the 
androgynous and masculine-identified students would be in the male-dominated majors 
(business and engineering), and the feminine-identified would be in the female-
dominated majors (education and family and consumer sciences). Lastly, it was thought 
that most of the students would be androgynous because so much of the college 
environment attempts to reduce the stereotypical roles of males and females in the 
academic setting. 
The distribution of sex-role identities among males and females was explored and 
examined in relation to male-dominated and female-dominated majors. Contrary to 
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expectations, seniors were evenly represented in the four sex-role identification 
categories. Those in the male dominated major (business and engineering) were 
primarily masculine-identified and undifferentiated, while those in the female-dominated 
major (education and family and consumer sciences) were primarily androgynous and 
feminine-identified students. 
Equal numbers of males and females were classified as undifferentiated. Of the 
masculine-identified subjects three-fourths were male, with one-fourth being female. The 
feminine-identified and androgynous subjects in this study were mostly female with less 
than twenty percent males in either of these two categories. 
Erickson (1968) and other researchers theorize that sex-role identification is 
established by age five (Schossberg & Goodman, 1972; Block, 1973; Bern, 1974; Tarvis, 
1975). Chickering (1969) indicates that vocational and academic identity should be 
achieved by the senior year of college. To date, achieving these tasks has been an 
accepted indication of the establishment of identity. 
Waterman (1982) found college students and adults existed in all four sex-role 
categories in his study. The college students that participated in his study averaged 19.7 
years of age, slightly less than the subjects of this study and the follow-up adult subjects 
had an average age of 30.7 years. Apparently, with 10 years since the graduation, some 
subjects were still indicating an undifferentiated identity. 
Waterman (1982) attributes the differences in identification to whether or not 
developmental tasks were coped with successfully at the various stages prior to reaching 
Stage five of Erickson's model. Thus, the undifferentiated seniors in both his study and 
the current study could be exhibiting their difficulty in coping with the expected 
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developmental tasks and may continue to work on these tasks for as long as 10 years 
after graduation. 
Thus, we can conjecture that the identity development process described by 
Chickering (1969) is occurring during the college years, and that some decisions have 
been made about sex-role identifîcation by senior students. For some seniors whose 
identification is undifferentiated, the process may not be completed for the senior, but 
may indeed continue on into the adult post graduation time frame. 
Another reason for the prediction that there would be no undifferentiated students 
found in the study was based on the researcher's suggestion that the college 
environment is one that strives for perceptions of androgyny among the students. Yet, 
when equal numbers of males and females were classified as undifferentiated, that 
prediction was not substantiated. 
There could be two possible reasons for this. First, the supposition that the college 
environment promotes androgyny was supported for some female subjects but was not 
demonstrated as strongly for most male subjects. This may be because the measure for 
androgyny is not perceived in the same way by males as it is by females. If so, then 
those male subjects who are not measuring as masculine-identified, may have no other 
choice for sex-role identifîcation than undifferentiated. 
Secondly, by using the Median-Split method prescribed by Bem, a certain number of 
subjects will have to be in the undifferentiated categoiy, due to the arbitrary cut-off of 
scores near the median point. Therefore, someone who is 4.89 or 4.94 could be 
classifîed as undifferentiated instead of masculine-identifîed, when the masculine cut off 
point is 4.90 or 4.95. Thus, this undifferentiated person and the masculine-identifîed 
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person will have more similarity than differences between them. Thus, the distribution of 
subjects across the sex-role identity categories may not be an accurate distribution of 
their identities at all, or a measure of the college impact upon them. 
Sex-role identity and type of major 
The supposition that those with sex-role identities of androgyny and masculine-
identification would be in the majority and that they would be in the male-dominated 
majors (business and engineering) was posited at the start of the study. 
This study found that some relationship of sex-role identities to male-dominated and 
female-dominated majors exists. Students in the male-dominated major (business and 
engineering) were primarily masculine-identiOed or undifferentiated; students in female-
dominated majors (education and family and consumer sciences) were primarily 
feminine-identified and androgynous. 
The researcher of this study feels that the high factor of femininity within the 
androgyny measure is enough to prevent androgynous subjects from selecting the male-
dominated major (business and engineering) at a higher rate than undifferentiated 
students do. The failure of androgynous subjects to outnumber the undifferentiated 
subjects in the male-dominated major urges us to ask whether the undifferentiated 
students are more comfortable in male-dominated settings than female-dominated 
settings. Thus, the question of difference or similarity in sex-role identities can be raised 
by this study as it has been in other studies. Further exploration into the relationship 
between sex-role identity and type of major is warranted. 
95 
Career maturity variableg and gender 
The original prediction on Career Maturity was that the males would exceed the 
females on the measure of maturity. Contrary to predictions, the women showed more 
evidence of Career Maturity. 
Constantinople (1969) found that although males showed more of a developmental 
trend than females in pursuing maturity across the Hrst year to senior year time span, 
females entered the first year with a higher maturity score than males, and the males 
simply spent the four year period closing the gap. Stonewater (1987) found that women 
scored higher than men on emotional autonomy in three different studies, even though 
Straub (1987) reported there was no single way to develop autonomy. Falbo (1977) 
reported that females used reasoning skills more often than males. Greeley et al., (1988) 
noted that sex was not a significant predictor of autonomy, but Marcia's study (cited in 
Greeley et al., 1988) notes that sex-role self concept was a better predictor of women's 
autonomy than men's autonomy because sex-role concept is significantly more important 
to women than to men in their search for identity. Thus the results of this study did not 
support the original prediction that males would have higher autonomy scores than 
females because they had more time to work on it. The females of this study were like 
the females in other studies, showing evidence that they exceed the score levels of males 
in Autonomy (Constantinople, 1969). The females also scored higher on the variable of 
Establishing and Clarifying Purpose than the males; therefore, it is the females in this 
study who exhibit the greater evidence of Career Maturity. 
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Career maturity variables and »ex-role identity 
It was originally predicted that students who were androgynous and masculine-
identifîed would have the highest levels of career maturity. This expectation was only 
partially supported. On Academic Autonomy, the androgynous, the feminine-identified, 
and the masculine-identified students were not different from each other. However, the 
masculine-identified had a higher average score than the undifferentiated on all three 
career maturity variables. The androgynous group scored significantly higher than the 
other three groups on Establishing and Clarifying Purpose. They also scored higher than 
the feminine-identified and undifferentiated groups on the Career Maturity variables. 
The researcher of this study suggests that there is not a clear career maturity 
advantage but one possible reason for androgynous and masculine-identified students 
scoring higher is due to the strong and clear vocational outcomes of the selected majors 
for this study. Also these majors have a long history of recruiting their students and 
mentoring them through the high school years well into the graduate program. Role 
models abound and success stories are prevalent. Thus, it is suggested that the results 
found are due to strong role-modeling and strong support systems within the 
departments where these majors are located for feminine-identified students. 
Hackett (1989) noted that role models are an important predictor of career-related 
attitudes and choices among college women, although female-role models were not 
significant predictors for the college major or occupational choice, but male role models 
did have a negative influence on the choices for science or math related majors for girls. 
Thus, the relationship between sex-role identity and career maturity needs continued 
exploration. If the role-modeling and support systems are indeed the influence that 
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increases the identification of students with their major and their department, then this 
information should be used as an encouragement to provide this atmosphere and service 
to all students. 
Career maturity variables and type and appropriatenesg of major 
Another factor to explore was type of major and Career Maturity. Students in 
female-dominated majors (education and family and consumer sciences) did not differ 
from those in male-dominated majors (business and engineering on Academic Autonomy, 
but they did show more evidence of Establishing and Clarifying Purpose, and thus Career 
Maturity. This is undoubtedly due to the higher proportion of females in this type of 
major. In this study females had higher career maturity scores than males. 
When students were grouped by sex-appropriateness of major no differences were 
found on any Career Maturity variable. This did not support the original prediction that 
students in sex-appropriate majors would have higher career maturity scores than those 
in sex-inappropriate majors. 
Eccles (1987) noted that choices (such as choosing a major) are influenced by the 
value the individual places on its perceived appropriateness and estimates of the 
probability of success. Hackett (1989) noted that non-traditional choices with regard to 
major do not necessarily translate into non-traditional occupational choices. It is the 
influence of parents on the non-traditional choices of women with the father having the 
most influence, combined with low levels of femininity, and positive responses from male 
adults that can enable one to predict a woman's considering a non-traditional major or 
occupation. Erb (1983) noted that cultural stereotypes for male and female careers took 
hold between ages 13 and 16 amongst male and female youths. Students in this study 
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did not differ in Career Maturity whether they were in sex-appropriate majors or sex-
inappropriate majors; therefore, applicability of research in this area is unable to 
substantiate the outcomes of the results in this area. 
Intereat in graduate gchool by sex-role identic and gex-appropriateness of major 
Sex-role identity may be related to subsequent career choices like the decision to 
attend graduate school. It was predicted that androgynous students would be more 
interested in attending graduate school than other sex-role identified students. Also it 
was predicted that those in sex-appropriate majors would be more interested in attending 
graduate school than those in sex-inappropriate majors. 
No difference in graduate school plans was found when gender, sex-role 
identification or sex-appropriateness of major was examined. Regarding the sex-
appropriateness of major and one's interest in graduate school, both students in sex-
appropriate and sex-inappropriate majors were interested. This finding is compatible 
with Bridges and Bower's (1985) study in which it was found that, when women students 
are aware of job availability in a male-dominated fîeld, they will pursue graduate 
education in order to increase their ability to enter that field. However, it is in conflict 
with Eccles' (1987) finding that women are less likely to pursue graduate school even if 
they are in the education field, which is a sex-appropriate major. 
Interaction Fffiactn 
The initial prediction was there would be no interactions for sex, sex-role 
identification, choice of major, and sex-appropriateness of major. 
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However, the interaction that occurred in this study was between gender and sex-
appropriateness of major and it was significant for the variable of Establishing and 
Clarifying Purpose, and thus for Career Maturity. 
The women were more likely to have established purpose than the men overall; the 
women in education and family consumer sciences and business and engineering majors 
were similar to each other and to the men in education and family consumer science 
majors. However, the men in business and engineering majors had the least evidence of 
Establishing and Clarifying Purpose. This result suggests that the low scores exhibited by 
the males in business and engineering majors may be a reflection of the lack of attention 
to this group, thus promoting their inability to achieve expected outcomes. 
This researcher suggests that this occurred because the males in business and 
engineering majors have a sense of "having it all together" no matter what they do. They 
perceive the system as having conveyed that the traditional males in sex-appropriate 
majors are the norm, and that they will be successful because they are the norm. 
The general lack of interactions in the current study is similar to the Hndings of 
other researchers who were studying other dependent variables related to student 
development. Greeley et al., (1988) found no interaction for class level and sex, Falbo 
(1977) found no interaction for sex and sex-role. Waterman (1982) found no interaction 
for sex and college students versus adults and sex-role. (This means individuals with 
similar sex-role identification had similar patterns of psychosocial development regardless 
of gender and age.) Straub and Rodgers, (1986) also found no interactions in her study. 
The one interaction in this study encourages further exploration of the relationship 
between gender and appropriateness of major. 
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Lnplications 
Practical Implication» 
This study contributes additional information that can be used in attempting to 
answer the organizing question of "Who am I?". The results of this study indicate that 
there are many influences upon the development of identity formation for college 
students. Students should be encouraged to become aware of background influences that 
may exist in their lives that affect the choices that they make. They should be 
encouraged to evaluate their peer relationships and the role this has played in their past 
academic development, and to explore their present relationships for current effects on 
their development. They should be instructed in understanding the student development 
process and where they fit within it. They should be encouraged to identify their own 
sex-role identity and assisted in pursuing identities that would be appropriate for their 
interest, talents, and skills. 
Regarding "What will I be?": students should be motivated to explore their 
comfortability with their department, its instructors, and its academic assignments. They 
should be encouraged to search for role models and to investigate the occupational 
outcomes for persons like themselves. They should be offered strategies for success by 
those who have chosen to pursue non-traditional careers for their gender. They should 
be allowed the maximum possibilities for success once a major is selected and an 
occupational goal is established. 
Additionally, this study demonstrates that a great deal of attention is being given to 
some students, perhaps at the expense of other students in an attempt to increase the 
opportunity for all. This could prove to be detrimental in the long run, as traditional 
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male students may end up being the least prepared and qualified and yet the most able 
to pursue occupational opportunities. 
The fact that masculinity scores for males in male and female-dominated majors do 
not differ may imply that the masculinity of males is not threatened when males enter a 
non-traditional major. On the other hand, the femininity of females may be threatened 
when females enter in non-traditional majors. Also, the similarity of males in females 
dominated majors to females on Establishing and Clarifying Purpose may imply that, 
where there is adversity, males have a greater need for establishing and clarifying 
purpose and thus are encouraged to pursue more clarification of purpose than males in 
male-dominated majors. Nevertheless, the overall achievement of higher career maturity 
levels by the females is worthy of recognition as 'good news' for the education of 
women. 
TmplicAtiong for further study 
There remains a major question for the American education system to explore. Are 
we really giving equal education to all our students, male and female alike? 
By examining masculinity and femininity levels we find that males do not vary based 
on major on this factor, but the need to explore the gap in femininity levels for the 
females is there. Is that gap narrowing over the years? Why do the levels have to be 
low for females in sex-inappropriate areas? To not acknowledge that men and women 
are becoming similar while still remaining different is not serving the educational needs 
of today's young people. 
After examining the variables of Career Maturity related to women in the sex-
appropriate and sex-inappropriate majors there is a need to explore the creation of 
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women's career development models. How do women differ in career decisions and 
selecting a major field for study when some also explore the issues of marriage and 
family and some do not? Are family issues a hindrance in the development of a career 
and success while in school, or does the single life create stresses that give the married 
student advantages over the non-married student? 
More attention is needed in exploring the process of choice for women and the 
creation of women's career development models. Career development models for 
women could provide tools for instruction, counseling, and guidance, from the primary 
grades through graduate school on the meaning of education to their lives, their future, 
their families, and the security of the nation. This improvement for teachers and 
counselors could increase the awareness of young women in selecting the correct high 
school courses, later the correct college major, and ultimately the occupational career 
that suits them best. 
Further exploration into the relationship between sex-role identity and its differences 
and similarities is needed. Because of the uncertainty of the measures, additional 
fîndings are also unclear, such as the relationship to sex-appropriateness of majors, 
choice of major and pursuit of graduate school. This in turn impacted the findings on 
sex-role identification and Career Maturity. 
This study should be repeated but with different populations not as vocationally 
focused as the engineering, business, education, and family consumer science majors of 
this study. Majors that are more liberal arts related such as English, Communications, 
Philosophy, and Biology may produce different results. Another population to consider 
would be one that is more racially diverse and perhaps more urban in campus location. 
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Lastly, the points to be explored regarding the interaction effects genuinely 
encourage a look into institutional discrimination, in education and in the employment 
sector. At the college level, clearly the career maturity of the women in the 90's 
exceeds the maturity of the males who are being educated in the same environment, but 
with different outcomes for success. Much evidence has been compiled to demonstrate 
that females do have equal and have demonstrated better achievement levels in 
establishing purpose. This information indicates an ability for achievement and success; 
yet the long-range studies of women's occupational outcomes do not demonstrate that 
this has taken place. Thus, this study has demonstrated that the college experience does 
provide women with opportunity for equal achievement, but factors not explored in this 
study are affecting the process in such a way that women students do not continue the 
upward trend of success begun in the college experience. Longitudinal studies are badly 
needed in this topic area and the development of a woman's career development model 
is needed. 
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Table Al. Means for the Analysis of Variance in Academic Autonomy by Choice of 
Major, Sex-Role Identification, and Gender 
Academic Autonomy by Choice of Major, Sex-Role Identification, and Gender 
TOTAL POPULATION 6.26 
(396) 
Male-
dominated 
Female-
dominated 
CHOICE OF MAJOR 6.26 
(170) 
6.25 
(226) 
Androgynous Masculine- Feminine-
Identified Identified 
Undifferentiated 
SEX-ROLE 
IDENTIFICATION 
6.42 
(113) 
6.84 
(95) 
6.18 
(101) 
5.51 
(87) 
Male Female 
GENDER 5.92 
(153) 
6.47 
(243) 
SEX-ROLE IDENTIFICATION 
CHOICE OF MAJOR Androgynous Masculine- Feminine-
Identified Identified 
Undifferentiated 
Male-dominated 
Female-dominated 
6.03 
(36) 
6.60 
(77) 
6.78 
(67) 
7.00 
(28) 
6.46 
(24) 
6.09 
(77) 
5.56 
(43) 
5.45 
(44) 
(cont'd) 
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Academic Autonomy by Choice of Major, Sex-Role Identification, and Gender 
GENDER 
CHOICE OF MAJOR Male Female 
Male-dominated 5.90 
(103) 
6.82 
(67) 
Female-dominated 5.94 
(50) 
6.34 
(176) 
GENDER 
SEX-ROLE 
IDENTIFICATION 
Male Female 
Androgynous 5.68 
(31) 
6.70 
(82) 
Masculine-Identified 6.56 
(68) 
7.56 
(27) 
Feminine-IdentiHed 5.57 
(14) 
6.28 
(87) 
Undifferentiated 5.13 
(40) 
5.83 
(47) 
SEX-ROLE IDENTinCATION 
CHOICE OF MAJOR 
(Male) 
Androgynous Masculine- Feminine- Undifferentiated 
Identified Identified 
Male-dominated 5.47 
(17) 
6.35 5.71 5.37 
(52) (7) (27) 
Female-dominated 5.93 
(14) 
7.25 5.43 4.62 
(16) (7) (13) 
(Female) 
Male-dominated 6.53 8.27 6.76 5.88 
Female-dominated 
(19) 
6.75 
(63) 
(15) 
6.67 
(12) 
(17) 
6.16 
(70) 
(16) 
5.81 
(31) 
I l l  
Table A2. Means for the Analysis of Variance in Establishing and Clarifying Purpose 
by Gender, Sex-Role Identification, and Choice of Major 
Establishing and Clarifying Purpose by Choice of Major, Sex-Role Identification, and 
Gender 
TOTAL POPULATION 44.27 
(396) 
Male- Female-
dominated dominated 
CHOICE OF MAJOR 42.41 45.67 
(170) (226) 
Androgynous Masculine- Feminine- Undifferentiated 
Identified Identified 
SEX-ROLE IDENTinCA- 48.76 44.51 42.27 40.52 
TION (113) (95) (101) (87) 
Male Female 
GENDER 42.25 45.55 
(153) (243) 
SEX-ROLE IDENTIFICATION 
CHOICE OF MAJOR Androgynous Masculine- Feminine- Undifferentiated 
Identified Identified 
Male-dominated 46.67 43.07 41.46 38.35 
(36) (67) (24) (43) 
Female-dominated 49.74 47.93 42.52 42.64 
(77) (28) (77) (44) 
(cont'd) 
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Establishing and Clarifying Purpose by Choice of Major, Sex-Role Identification, and 
Gender 
CHOICE OF MAJOR 
Male-dominated 
GENDER 
Male Female 
40.60 
(103) 
45.19 
(67) 
Female dominated 45.64 
(50) 
45.68 
(176) 
GENDER 
SEX-ROLE IDENTinCA-
TION 
Male Female 
Androgynous 47.65 
(31) 
49.18 
(82) 
Masculine-Identified 43.29 
(68) 
47.56 
(27) 
Feminine-Identified 39.07 
(14) 
42.78 
(87) 
Undifferentiated 37.40 
(40) 
43.17 
(47) 
SEX-ROLE IDENTIFICATION 
CHOICE OF MAJOR 
(Male) 
Androgynous Masculine-
Identified 
Feminine-
Identified 
Undifferentiated 
Male-dominated 45.71 
(17) 
41.75 
(52) 
38.86 
(7) 
35.63 
(27) 
Female-dominated 50.00 
(14) 
48.31 
(16) 
39.29 
(7) 
41.08 
(13) 
(Female) 
Male-dominated 47.53 
(19) 
47.67 
(15) 
42.53 
(17) 
42.94 
(16) 
Female-dominated 49.68 
(63) 
47.42 
(12) 
42.84 
(70) 
43.29 
(31) 
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Table A3. Means for the Analysis of Variance in Career Maturity by Choice of 
Major, Sex-Role Identification, and Gender 
Career Maturity by Choice of Major, Sex-Role Identification, and Gender 
TOTAL POPULATION 50.53 
(396) 
CHOICE OF MAJOR 
Male-
dominated 
48.68 
(170) 
Female-
dominated 
51.92 
(226) 
SEX-ROLE 
IDENTIFICATION 
Androgynous Masculine-
Identified 
55.18 
(113) 
51.35 
(95) 
Feminine-
Identified 
48.45 
(101) 
Undifferentiated 
46.02 
(87) 
GENDER 
Male 
48.16 
(153) 
Female 
52.02 
(243) 
CHOICE OF MAJOR 
Male-dominated 
Female-dominated 
SEX-ROLE IDENTIFICATION 
Androgynous Masculine- Feminine- Undifferentiated 
Identified Identified 
52.69 
(36) 
56.34 
(77) 
49.85 
(67) 
54.93 
(28) 
47.92 
(24) 
48.61 
(77) 
43.91 
(43) 
48.09 
(44) 
(cont'd) 
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Career Maturity by Choice of Major, Sex-Role Identification, and Gender 
GENDER 
CHOICE OF MAJOR Male Female 
Male-dominated 
Female-dominated 
46.50 
(103) 
51.58 
(50) 
52.01 
(67) 
52.02 
(176) 
SEX-ROLE 
IDENTIFICATION 
GENDER 
Male Female 
Androgynous 53.32 55.88 
(31) (82) 
Masculine-Identified 49,85 55.11 
(68) (27) 
Feminine-Identified 44.64 49.06 
(14) (87) 
Undifferentiated 42.52 49.00 
(40) (47) 
SEX-ROLE IDENTIFICATION 
CHOICE OF MAJOR 
(Male) 
Male-dominated 
Female-dominated 
(Female) 
Male-dominated 
Female-dominated 
Androgynous Masculine- Feminine- Undifferentiated 
Identified IdentiOed 
51.18 
(17) 
55.93 
(14) 
54.05 
(19) 
56.43 
(63) 
48.10 
(52) 
55.56 
(16) 
55.93 
(15) 
54.08 
(12) 
44.57 
(7) 
44.71 
(7) 
49.29 
(17) 
49.00 
(70) 
41.00 
(27) 
45.69 
(13) 
48.81 
(16) 
49.10 
(31) 
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Table A4. Means for the Analysis of Variance in Academic Autonomy by Sex-
Appropriateness of Major, Sex-Role Identifîcation, and Gender 
Academic Autonomy by Sex-Appropriateness of Major, Sex-Role Identifîcation and Gender 
TOTAL POPULATION 6.26 
(396) 
Sex- Sex-
Appropriate Inappropriate 
SEX-APPROPRL\TENESS 6.18 6.44 
(279) (117) 
Androgynous Masculine- Feminine- Undifferen­
Identifîed Identifîed tiated 
SEX-ROLE 6.42 6.84 6.18 5.51 
IDENTIFICATION (113) (95) (101) (87) 
Male Female 
GENDER 5.92 6.47 
(153) (243) 
SEX-ROLE IDENTIFICATION 
SEX-APPROPRIATENESS Androgynous Masculine- Feminine- Undifferen­
Identifîed Identifîed tiated 
Sex-Appropriate 6.47 6.41 6.12 5.60 
(80) (64) (77) (58) 
Sex-Inappropriate 6.27 7.74 6.38 5.31 
(33) (31) (24) (29) 
(cont'd) 
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Academic Autonomy by Sex-Appropriateness of Major, Sex-Role Identification and Gender 
GENDER 
SEX-APPROPRIATENESS Male Female 
Sex-Appropriate 5.90 6.34 
(103) (176) 
Sex-Inappropriate 5.94 6.82 
(50) (67) 
GENDER 
SEX-ROLE Male Female 
IDENTIFICATION 
Androgynous 5.68 6.70 
(31) (82) 
Masculine-Identifîed 6.56 7.56 
(68) (27) 
Feminine-Identifîed 5.57 6.28 
(14) (87) 
Undifferentiated 5.13 5.83 
(40) (47) 
SEX-ROLE IDENTIFICATION 
SEX-APPROPRL\TENESS Androgynous Masculine- Feminine- Undifferen­
(Male) IdentiHed Identified tiated 
Sex-Appropriate 5.47 6.35 5.71 5.37 
(17) (52) (7) (27) 
Sex-Inappropriate 5.93 7.25 5.43 4.62 
(14) (16) (7) (13) 
(Female) 
Sex-Appropria te 6.75 6.67 6.16 5.81 
(63) (12) (70) (31) 
Sex-Inappropriate 6.53 8.27 6.76 5.88 
(19) (15) (17) (16) 
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Table A5. Means for the Analysis of Variance in Establishing and Clarifying Purpose 
by Sex-Appropriateness of Major, Sex-Role Identification, and Gender 
Establishing and Clarifying Purpose by Sex-Appropriateness of Major, Sex-Role 
Identification, and Gender 
TOTAL POPULATION 44.27 
(396) 
Sex- Sex-
Appropriate Inappropriate 
SEX-APPROPRL\TENESS 43.81 45.38 
(279) (117) 
Androgynous Masculine- Feminine- Undifferen­
Identified Identified tiated 
SEX-ROLE 48.76 44.51 42.27 40.52 
IDENTinCATION (113) (95) (101) (87) 
Male Female 
GENDER 42.25 45.55 
(153) (243) 
SEX-ROLE IDENTIFICATION 
SEX-APPROPRL\TENESS Androgynous Masculine- Feminine- Undifferen­
Identified Identified tiated 
Sex-Appropriate 48.84 42.81 42.48 39.72 
(80) (64) (77) (58) 
Sex-Inappropriate 48.58 48.00 41.58 42.10 
(33) (31) (24) (29) 
(cont'd) 
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Establishing and Clarifying Purpose by Sex-Appropriateness of Major, Sex-Role 
Identification, and Gender 
GENDER 
SEX-APPROPRIATENESS Male Female 
Sex-Appropriate 40.60 45.68 
(103) (176) 
Sex-Inappropriate 45.64 45.19 
(50) (67) 
GENDER 
SEX-ROLE Male Female 
IDENTinCATION 
Androgynous 47.65 49.18 
(31) (82) 
Masculine-Identifîed 43.29 47.56 
(68) (27) 
Feminine-Identified 39.07 42.78 
(14) (87) 
Undifferentiated 37.4 43.17 
(40) (47) 
SEX-ROLE IDENTIFICATION 
SEX-APPROPRIATENESS Androgynous Masculine- Feminine- Undifferen­
(Male) Identified Identified tiated 
Sex-Appropriate 45.71 41.75 38.86 35.63 
(17) (52) (7) (27) 
Sex-Inappropriate 50.00 48.31 39.29 41.08 
(14) (16) (7) (13) 
(Female) 
Sex-Appropriate 49.68 47.42 42.84 43,29 
(63) (12) (70) (31) 
Sex-Inappropriate 47.53 47.67 42.63 42.94 
(19) (15) (17) (16) 
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Table A6. Means for the Analysis of Variance in Career Maturity by Sex-
Appropriateness of Major, Sex-Role Identification, and Gender 
Career Maturity by Sex-Appropriateness of Major, Sex-Role Identification, and Gender 
TOTAL POPULATION 50,27 
(396) 
Sex- Sex-
Appropriate Inappropriate 
SEX-APPROPRIATENESS 49.99 51.83 
(279) (117) 
Androgynous Masculine- Feminine- Undifferen­
Identified Identified tiated 
SEX-ROLE 55.18 51.35 48.45 46.02 
IDENTinCATION (113) (95) (101) (87) 
Male Female 
GENDER 48.16 52.02 
(153) (243) 
SEX-ROLE IDENTIFICATION 
SEX-APPROPRIATENESS Androgynous Masculine- Feminine- Undifferen­
Identified Identified tiated 
Sex-Appropriate 55.31 49.22 48.60 45.33 
(80) (64) (77) (58) 
Sex-Inappropriate 54.85 55.74 47.96 47.41 
(33) (31) (24) (29) 
(cont'd) 
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Career Maturity by Sex-Appropriateness of Major, Sex-Role Identification, and Gender 
GENDER 
SEX-APPROPRIATENESS Male Female 
Sex-Appropriate 46.50 52.02 
(103) (176) 
Sex-Inappropriate 51.58 52.01 
(50) (67) 
GENDER 
SEX-ROLE Male Female 
IDENTIFICATION 
Androgynous 53.32 55.88 
(31) (82) 
Masculine-Identified 49.85 55.11 
(68) (27) 
Feminine-Identified 44.64 49.06 
(14) (87) 
Undifferentiated 42.52 49.00 
(40) (47) 
SEX-ROLE IDENTinCATION 
SEX-APPROPRIATENESS Androgynous Masculine- Feminine- Undiffen 
(Male) Identified Identified tiated 
Sex-Appropriate 51.18 48.10 44.57 41.00 
(17) (52) (7) (27) 
Sex-Inappropriate 55.93 55.56 44.71 45.69 
(14) (16) (7) (13) 
(Female) 
Sex-Appropriate 56.43 54.08 49.00 49.10 
(63) (12) (70) (31) 
Sex-Inappropriate 54.05 55.93 49.29 48.81 
(19) (15) (17) (16) 
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Table A7. Post Hoc Comparison of Group Mean Scores for Differences Between 
Groups 
GROUPS THAT DIFFER 
MEANS GROUPS Undiffer- Feminine- Masculine- Androgy 
entiated Identified Identified -nous 
Academic Autonomy 
6.42 Androgynous 
6.84 Masculine-Identified * 
6.18 Feminine-Identified 
5.51 Undifferentiated 
Establishing and Clarifying 
Purpose 
48.76 Androgynous * 
44.51 MascuIine-IdentiOed * 
42.27 Feminine-Identified 
40.52 Undifferentiated 
Career Maturity 
55.18 Androgynous * 
51.35 Masculine-Identified * 
48.45 Feminine-Identified 
46.02 Undifferentiated 
